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Fhe thiversity of lowa is widely known for s old and prestigious

Creaive Writers Workshop, but only a limited namb®r of people are

awate that there as another equally vital, well-established radition in
wiiting at Jowa: the Writing l,.ll) s1ow over hifty years old .m*slill
going sllun;., For vearly twenty y('uls L.ou Kelly, the present diYéctor
has been “provaking” (un(' ol her fimorite words) students andfreachers
alike 1 the Towa Wlllm;., Lab 1o engage in nothing less than mutuafly
transfonnnng dialogue lln()u;.,ll unlm;., It was shg whn tyught the
thiee of us th. " re .uimg 15

.
asellinvolving (xptri( nee, Indeed, you are not actually reading
unless your mind s imericting with the information and ideag |
wepresented on the printed page. As.your eyes take in the pnnlul
words, as the voice of the writer reaches your ears, you must
tespond. It vou don't, the raading is & boring monologue, ]ll\l AT
4 comersation s when somebody drones on after (valyhmly clse
has stopped listening. But when: your mind 1esponds to what
you're seeing and heaning, reading becomes an exciting dialogue
with the wiitér, an encoamer wirh the voiee of another human
being. (Lou Kelly, unpublished invitation-to-wriate, University of
lowa Wmmg Lab) . _ o

“As members of Lou's Tea huu., i a Writig l ab Practioum, we fn;l
learned o fead om students™ writing in this way, Irvcame n.nlm.nll)

becanse that was the way Lou tead owr writing. But this is also the
way she describes auy good critical reader’s encotimter tith a ditficuh
text. It h.'nS become (the basts of a series of w.liling*uI)(.ml,-rv;\(ling
mvitations giwven all lowa Wiiting Lab students 1o help them use their

full hingnistic experience to become more pefceptive, an; ilytic al l(‘«l(l( s

of the books in their-university courses. ,
We pratetully acknowledge onr debt g Ton for both the the ory and

fundamental approach informing the work we describe here, Swely,

one measure of the profound insight she has passed on 10 s is how
we have found her methed-:tpplicable to diverst civeunistances, cirCums-
stances that have deepe n('(l our understanding of how and. why 1t
works! But we are also nul( bted 10 Lou for bequeathing 1o us a sense
of respect tor the complexity of the task of eac hm;,‘ mexperienced

’
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writers, tor the thoroughness ‘it takes 10 understand their individual
problems, and tor the responsibility entailed to ('(nmmnli('ulc to others

the results of what we learin from our teaching. As teiichers in the
Writing Lab, we are amused that every so ()ll(n at the starr of the fall
semester, 4 new Master of Fine Arts student, an as WIng young poet .
Yor “nove Iisl just arvived an town 1o atend the Creative Writers
\\ml\shup wanders into our Writing Lab. Apparently the nambs -
workshop, and lab are pearly synonymous 1o some people, It takes

these Writers a -while 1o nalm- they're in the wrong pl ice, which we '
‘((I 15 tribute to our program. ’ :

" We are gratetul.to Keith and Mallory for lh(n cooperition and
bermission to upr()du((' ssmples of their writing, and 1o the students
nt Jan Cooper's Intreluction 1o Literature and American Lives classes,

" all of whoméontributed 10 C haptert, whether or not they are directly
quoted. We'gl also,likg to thank R¥hard 1. on(I )nn(s for reading lh(‘ ’
manuscript ata eritieal stage and making usetul suggestions.

‘

_ Jan Cooper
. ' Rick Fvans .
. FElizabeth Robertson
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Our mtmdu( u:)'n o teat hing reading came unhe Umversuy of Iowa
Writing Lab, where anyoue in the university who wants to. |mpr.ovv
his or her writing can get individualized instruction. Qur school also
has a Reading Lab, but irf the Writing Lab we sometimes deal with
our students’ reading skills because so much of what they write
elsewhefe in the university depénds on thédis ability to comprehend

difficult books.-Every day, we see freshrien baffled By the essays in-
“their readers or sophomores looking for the “deep hidden meaning”

in the “great literature” they've been assigned or cven, graduate
students wading . through inscrutable professional articles. "Thejr
teachers come 1o us to ask how persons so lacking in writmg *'skills”
could ever have beén promoted from a high school or a freshman
composition programn or arf undergraduate curriculum. We ask these
students to write for us aftér they read a britf, infdrmal statement that
assures them we're there to Tisten to what they saf in their writing,
not to pass out grammar exercises. At this point some of their prob-

lems (hmpp(‘.u T h(y don’t make as many mechanical errors because

they aren’t trying to use unfamiliar vocabulary. When they tell us
ahout things they understand well, their writing naturally shapes itself
into recognizable forms because th('y can spare some encrgy to respond
to the lh(mn(.nl context. l{ul the minute they return o wnung about
difficult reading, all the old problems l”(‘dpp( ar. lh(‘ll’ main problem
is readifig, not writing. 7

It's not that they can't read at an although oc mslondlly we see a

student who can rfead very little, When' students first come to us, we-

give Ih(-m somathing to read to get-them started writing—an “invita-
tion” to help them find an” authentic purpose for, what they write,
Most stndents have no tronble understanding this reading. Bu when
they nurn to longer, more complex discourse that has not been, éare-
tully written with them it mind, their understanding of what they are
rcading falters and thejr writing immediately suffers as a result.

«" . . v
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Observing ghus . b ippen over and mu’.nglun i the Wrmn}, [,.ll). we

have deve Iupul certain .u\nmplmm and, (()ll\((]ll( ity certidin goals -

. inour teaching of re ulnu,, aswe s in owrteachung of writing.

The following “essays describe three applications of whit we've.

l( artied about teaching reading. In (hnpul " Eh7zabeth Rulnmnn
ml((()llll’l\ her work with a basic writing student "who Wis SO IMexperi-
enced o reader that even rereading hn own writing gave himaionble,
I individuatized reading comse that cucfully badaneed lmnh i
and vufamifin material, this student was able o experience self -
involving reading tor the first time, as his continnous v WIIHNE.give
hum and his reacher o constant medinm tor exploning his thoughus
about what he read. Rick Eyans expliins in Chapttt 3 how he adapted
a similar approach inca class of twenty-two breshman English stuedents.
By tocusing therattentiongon i single bopk, RoBert M. Pirsigs Zen
and_the it of Motoveyle i\ﬁn’lmmnu', rather than assigning readings:
o typraal fresfunan anthology, Rick was able 1o Refp his students
(I("'g'lup then erincal reading and anatytical wiiting abifities” as he

tesponded to their reactions 1o the book i their jomnal witing.

Fing |I|v. in Che 1;)1‘1 1 Ediscuss how T have applied the same approach
in sophomore hu‘mlnn classes, where my'\uultnl\ -\snlhng about
reading alloweyl me 104 ‘ll\( part in their attempts o ung@istand the

assigneel texts at every stage of thetr weading, |y

. .

Defining Reading”

Y . . - . [ . N - :
In working with stndents owan individual o1 group basis, we've fonnd

that we must begime with, a d('hmlmn of 1edding that transcends the
mere vocabubary - uun,umnn or text recall thie .m\ﬂ ¢ nhju(nu ok
many reading immsoucnon pm;.,l.mns We do not think of reading as
only ghscrete “skiths,” i the common use of that word. When poli-

141 * - . o L . . . . q .
terans cal for a retarn 1o “haste” reading skills in public school

hasstooms, thay are Immlly referring to reading speed or supetficial
word compré Iu nsion, aspeats of reading that are casy th meéasure but

only i small pagt of what o good re ader does. lnslmd it we e 1o

think of reacdhing as a skill; we ;n‘l( t Michael Polynyi's comparison of
. Skills (o probes’ or “tools,” instrumients lhmnp,hym\\lmh we extened
our “tacit awineness” of the world around us by (‘xplulmg westing,
gl chscovering, Polanyi thinks that su(h a skill hiteratly becotmes i
~past of the person using -1, ultinitely o H.mgmg that persogn, becanse

9 . e .
to tise langoiige n speech, reading and wiiting, 15 to exendonn
“bodily equipment and hecome intelligent human beings. Weé may
sty thar when welean o use I.m;,lmp,(- o4 probe, ora l(ml. and

)
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thus make oursefves aware of these things as we arcof anr body,
we interiorize these things ind make ourselves dwell m them. Snuch
wxtrnsions of omselves develop new facultics in us; our whole
education operates in this way; as cach of s, interiorizes, our
(ulnu.n} heritage, he [m she| gums into a person seeing the world
.m(l experiencing Lifesin terms of this omlook.! ot

T'his is what we think ;.,()()(l cridcal mulmg iS——an cxp,(n( nce as l(.nl
and altering-as any other experience. Perhaps 1 is handier to call it an
ability vather than a skill, since the word ability imphesg the more

_extensive nature of what jt cnables a person to dos But we think critic al

reading 15 an a(qu:red abilidy that can—and shm‘ld-«bv the gnll of
any class that gives students the opportunity toread. - ~ )

"8 " _ ' .
Lvdrner Tea( her Dialogues

We have foand lh.n we I)( st help our students de velop lls .llnlu.) 10
wead” by partic lpallng n theifs reading experience  throngh  our

tésponses 1o therr wmm;., As our students begin re; i(lmg a diffienl

text, we ask them o “talk on paper™ abont it as soon as they finish
reading. Otien they l)lmk up what they read. into managcable
“chunks' and write after edch réading gession. We'c all these accnm-

Cunlated writings their “reading jonrnal.” We 'make it clea¥ that w

reading the journal we will be looking for thefr (xpj(n.nunn of ideas,
not for “correctness” of any sort. The journal is their opportunity. o

aell us what their immediate reactions are—their pleasires, confnsions,
. - . . . ¢ “ Y
Cgnestions, or disagreements withy what they've read. We respond to the

jonrnals primarily by asking hirther que stions that enconrage students
o locate (xulI\ whatin the text shnmlnl(s their reactions dind 1o
idennfy the Wl(l(l slg'uh(.m((s of theiv observations, Through the
journals we i to build dia®gues with omr students abowt what they
read—" unmts,\lluns' that have the added benefit ol h(lpmg us to
gange more aconrate ly onr ase ()f elass tiimo [()T ont stndents' needs,

We've fodhnd that these carly exploratory writings about rvulmg

wsually help students to shape their reactions mto_more traditional -
academe forms and enconrage even’ mare care hllly- .malyl( d responses.

Jo readingd But we don’t just assign “essay topics” and expect to seb

Iunsh(el products.-We help smdents look through then” Journals 1o

find pl()llllsln;}}ﬂ(nh ‘worth pursuing; then we snggest ways in which
they can expand thein journal entiis by providing more doammenta-
tion from the text and I)y turther considering the infiplications of their
obsersiations. Thus théy trn their wrjtten dialognes with ns about
(heir reading ingo well- develaped papers th.u woutld be aceéptable 10
any college teacher. g

-
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Fhe b('duw bl llus ,.Jppm.uh lhal |.l works for’ studenls with a’

h _wulc range of reading dbﬂnws‘-—f}ot (hasmost inexperie need entering

L " freshmen to- advan( ed graduale sLuden ¢1g the full range of l:.ngllsh-

. _as-a- se((md [dngu.lge pupils. I havef' usfld iin dwnroduuory hlem-

© T ture course, phomore Ameruan Liives class, and even a graduate: -

y ' - and unll‘crgmdualc level coursey (grammar and Style, in which sludcnls |
' . had 1 give concentrated re: z{ngs aof single sentences.. We think such - 'l L
an appr(mch could be adap d for dny coursg thal requnrcs sludenls to I

" read (hallcngmg malerml L :
. le approach is chlblc v’nough 10 ac commod.ue buch a range of

" giudents because it takes intg account fundam(‘nlal processes-of learn- .
. irig that human beings undergo from the moment they are first aware- -
- .o of the wmld ‘We think’ lhdl‘studt,nls duompljsh profound’ learning
PR by mlegmung, new gxp(nences with their slore of past évents. A person

looks through, asi George: Kelly, puts it, “transparent patterns or’
temfiplates whic h he [or she] creates and then allempl§ to fit over the .
realities of which ‘the world is (omposcd Kelly calls these patterns,
L or-’ wdys of constructing the world,” constructs and observes that a
" person secks o imprave his [or her] constructs by x'n("reasing‘ his [or.
het¥ fepertory, by altering lhmn to provide better fits, and by sub- " -
ot - © suming them wnh su}x‘rordm.xle constructs or systems.”'2 Frank Smith
o says this * lh('()ry th it “fills our minds" is “our personal theory of
the world, the summary of past_ex pencn(e “fand claims itis “the
arena of all our thought.” Smllh‘ feels any sort of (omprehmsmn 15
the answerjng of questions created by, the predictions made aaordmg
Lo our past experiences, our “theory of the world."”? . St
. Lhis process hdpp( ns ab a nmnb('r of (hﬁ('rcul l&«'ls in a person-s
reading. We recognize lettets by (.u(*g()n/mg the visual Sh«lp( s that we
- have leagried o iderrtify as the. alphabet. Qur understanding of vo-
‘cabulary’ depends on previously built semantic classifications and a
0 . complex sense of syntactic rek rionshipd Simultancously, while we're
' .. noting thése minute details of” graphics and grammar, we're also
. ©auehding te the broad. i images and concepts we encgunteér, the various.
= - - explicicand nnpllul streams -of ideas in a text. Kenneth Goodman's
' ue systeis’ sutmnarize what's inyplved in, this process: in.ré ading,
ﬁupl(' depgnd on (1) the rec ordg strategies lh( y know; (2) iheir past,
. lnrguagv (‘xp(n('nw +knowledge of the sstructitre, ‘intonation, and -
N vocabulary of the | anguage; (3) theirqgeneral experiential b.n(kground
o and (1) their general conceptual bac kground.* - :No*one's memory—"
: shml -term o long-term—is sufficientdby iselt o pull wgether these
nmny \nnuil‘meous awarenesses into the single act we know as <,
wadmg 1tig our consteucts, our lh(-()ry of lht world, that.cnable us o

) - {“- A N .' ; B [ . .

-
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2 Theoretid@l Context ' . S : /, .
do so much at ane e, A(ju itty, m (l()nlg s() very ll)l#( h; we

nse what we already know to_predict .m(l lh( refore 16 attend lu unly
“the detaals that e crucial, ' S

- Many. students, however, - have not lm(l sufhuem rmduuiexpc rience
o develop” lhns abihty wiselect and prc(ll(l ‘what is mest import: mi to
Cretaine as they read. By .lskmg them tor keep: reading ]()urm,nlk we are,
trying to get students into the habit of looking for gonnectiqny between
what they atready know and wh,n they. must learn. In Jd.m ng('( S
jerms, we create it “need’t that results in an tactividdy that they
;.,md\mlly "nm'mulil(- "eve II(WI“Y leading them to furthg I cognitive
development. Although Piaget is most (onu'rnn with [t mental

growth of childien, h(' ()hs(‘rvc that - . j

s

From a tundar ment; u point.of view, i.e., if we l.lk(' o cot li('(‘r&'l-\

tion the general momcs of behavior and thought, thdre are

-« constant functions common: to all ages. At all levels of dévelop-

mei, action” presupposes a precipitating factor: a physidlogical,

_ alf(-(lm'. or infellectual need. (In the latter case, the need fippears

i the guise of a question or problems.) At all levels, )m fhgcn(('
seeks to understand orto (‘xplmn 5 :

.

lhmugh our (lmlngms with sm(l(-ms mn “l(’l? rea(lmg jotirnals, we
‘n((*mpl 10 give them just the nghl question or pr ohlvm}u) encourage.
- thetr intellectuat need, to explore a text. David Olsor .m(l j('rom('
- Braner Invv ((nnm(-nted that it is .

(-nmmunsly to, Pigger's credig v have insisted and- (I('mqnslr.ncd
that the structure of. any ability must be (muc-plualud(l in some .

. majot part in terms b’ llll(‘rlldlll(‘(l activity.’ A(m'l(ws,tm(' carries
out in the physical world . © . .come to he mwm.llu(' 7 oF ¢ .lrncd
out mentally o s :

. : . i [N
~I'his 1s what we 'se¢ luu»pvmng f()r our students as lhcl contimue 1o
write about their reading. ‘They be gm to ask thcrmelw-s }hc questions
we might prcvmusly have pmme(l omt.: Ihcy sl()wly start | to devetop
the reflecuve state of mind of a good critical reader. :
. In order to give®uir students the (han((' to explore fully. their
ICSPONSes Lo mulmg in this way, we have 10 be willing o adopt several

" roles at }’IH( rent smg(-s in their reading. We can’t just assign'a book,

0 a class-discussion of the text, and colledt essays to be grided.
We have 10 he witling 1o enter thto students’ experience of the text at
as carly a St ige as, possible, Their writing gives us i m.lrvvlnus
opportunity. to do so-—but nnly if we establish ourselves as what James
Britton and the London Regearch Team would call a teacher-as-
trasfed-adult and 1pvite onr students to engage n(\a learner-teac hc

dmlogut- wnh us aboat their reading.” They must feel free.to show us
o 4 . .




S . S -. : ‘- E ,/.-\‘. Jan (.‘aupe\r o
their v.ulwsl que slmns. (l()u]m, confusions, and sp((ulall()nsmwlm( '
~they think of as their “messy” ideas. Only when we're allowed 10 .
observwe (h( s¢ reactions can we accurately determinte how much of theft .
. reading lh(y ve understood and where the likeliest avenues of further '
unde lsl.mdmg may lie. In such a dialogue, our questions help students
more than our judgments or even our authovitative directions for
< . (unuunﬁ something. Laler, as (hey become increasingly familiar with
a what th('y ve read, we can become increasingly challenging in.our .
comments. We can engage them in learner-teacher dialogues ghat do
not merely support their first tentative incorporations of what they've
read but that also provoke new combinations of ideas and new
unnp.lrlsuns nh ongoing experiences in their lives. We van en-
" couragé them tenter into what Britton et al., would recognize as a
"puptlao-teacher, \articular rt'ldll(mship - Eventually a tme for -
~evaluation does comeNgt least in an i stitution like ‘ours, whre final
grades age required. But by “that time s(ud('nts are ready for an m-

formedgudgment u[ exactly how muc h they have ,ummphshul

‘.
.

l)esigni_n_g Reading Experjences P _ .

. , ) - 4 .

The three of us hive also foundthat a l.nrg(' part of our ‘responsibrhity
b for omr students’ reading begins before they ever buy] their books—it
' starts as we select whar they will Tead. We find ourselves dvpf'n(lmg

on a couple of related principles when we select materials: We look
_F) » “forrreading that will offer our swude nts some immediate opportunity
~for making connections betwee it past and their books. But we
alsa look dor reading that will cafy students beéyond their own lives,
We agree with Adrienne Rich's observation that

, .

|h( (()“(‘g(' .uuhulogy in general, as nunhrmk with us('xh.msm« )
and p.nnfully literal notes, directives, questions, and * ‘Buges for

' \ -study,” is like a TV showing'of a film—cur, chopped np, and
«dnterspersed with commercials; a flagr:ml muul.m(m by mass
' technological culture ® . . . :
J -

We want our students 1o read whole books, 10 oxp('m nce lh(' richness
and depth of the whole journey with a, writer, even in a freshman
composition class. ‘They need to develop the ability 10 _sustain the
prodess of pl('(h(lmg and coulprehiending over a lengthy picce of dis-
“course, Whe 1 our students are yery m('xp(n( nced readers—those who
» . Rave smmhuw made itdo college without ever knowing what it fecls

S ike to be absorhed in a book—then it's importantYhat there be sotne-
A 4 ung in the bobk lhdl they can !('(ogm/t' This does not, however,- |
- M' - - R
’ . . . . . R s .
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mean llml one shq‘ul(l .nssu.,n black Studenss only  Afro-American
lite fiun( or science majows onlys scie ntific works or. women only
writings by Women .unh()rs In a perverse mood I began an American
liter. 1re course with Anne Bmdslrﬂl s poetry, expecting to*have )
work very hard 1o help iy modern lowan sophomores read through
her seventeenth-century spelings and devout l('hgu)us s(n,yhu nts. It
turned -out thac | ||n(l(|(sum.m(l hirth my stadents and Mlslwss
Bla(lslq((l\\/l) students lmmulln('ly recognizegl Bradstreet's love of
her family and her personal struggles ot fauth, for they wo are
“members.of closely knit l.l’“.,e fomilics with sgrong religious beliefs:
They Were t)mml ol lh(ms(fv;s fqr _being able to .lppu(l.n(' this
Puritati poet and, as a” esultwere mory wnllmg toary o make
. coungrtions with other writers less hike themselves, = *

[t%s just this kind of teceptiveness o new reading experiences that
is one of our major goals for our students. We want lh( m to adopt for
thenr dithenle reading whyt Jerome Bruner (.nlls ‘the. will o learn,)”
which is " momdic motive, one that finds both its source and iy -
teward in s own exercise.”” The basis for this vnll to leamn, .|(-u)l(|mg

15 a4 Ccuniosity, avdesiie for compeggnce,
cmnlate o nm(l(l and a (l((pwns('d commitient to the web of
recgprocity.” By: EeHCOutAgIing our students to get in the habi uf
lookimg tor conneetions between themselves and their -reading, \w

to Bruner,

gradually help themoturn the learner-tcher dialogne into a reader-,

This ainvolvement with the text can I)('(()im‘ a valid
experience lor the student, 1o be added o the constructs a student
- already hag, to be interpreted and reinterpreted as the sudent moves
“on to more analytical writing and, later, as the individual matates.

*text (Imlm:n(-

Notes

.
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L Entering the World :
- of Academic Reading |

Elizabeth Robertson’ -

~If we define reading as word recognition and good performance on
gyocabulary and pronynciation drills, then I would not claim that the'

R dividual. reading course,described here necessrily produces *“good
readers.” But if ‘we consider reatling as an intellectual activity, a habit *

" of mind, a recognition‘that there is some.relationship between giaphic

sym,bols on a page and the (houghts feelings, ideas, and cxpencnu'

ro~oof real human beings, theff 1 3n ¢l 1 that Keith, the student “who
‘took this course, sufficiently overcame his mechanical difficulties with
~ skills and became a real reader.. . '

It seems that we reserve our best lculhing efforts for our best readers.
Theéy're the ones, we think, who will most appreciate our clever
interpretations, our ability to show. them relagontships among ideas,
We want them to have books that*will stimulate them,, that will
connect with other things they know. But fay the “basic” reading
stident, we think that vocabulary workbooks will do the job better
than the W('Il-v_vriwtp. thoughtful, prbvocative prose of engaged minds.’
We're sure that our basic reading students need skill trainipg.
Vocabulary drill. Extensive practice at the sentence level. Reading -
.comprehension cards. They're not ready to read “whole works'' yet,
‘The same reasoning makes us think that basic writing students need
\ (o study the parts of speech before they can write sentences, practice
3(-11(('1'1( es before they're teady for paragraphs, work with paragraphs

. before they can write whole essays. We're sure they can't wnu- :
" connecte d, fluent picce until e give them the “tools,"
“'T'his building-block approach to complex cognitive activities only -
funht-r fragments students’ understanding. Students who already have
~ difficulty making connections are forced to attempt to learn reading
skills or writing skills in,isolation from each other. Their ability—
already nnd(-rdcvcl()lxt(}m(() make meaning for themselves out of
printed symbols is not exercised at all, ‘Fhus it is not surprising that
while remedial skills coarsés often improve students’ scores on gram-
mar and usage tests and on reading-for-understundipg cards, these

. _ | : 9
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L]
students sull have grear difficulty with their college texts ?h(l hule
success with writing tasks that ask them to analyze and synthesize thew

. . ' . ' )
material presented in those wexts. '

’
Geuting o Know the Student
Keith, the stadent for whom 1 eventually developed the readin
described here,! came to e very aware of, what he Q‘('r('('iv
own inadequacies. Of his reading he wrote: : (

- Llike reading but some timie I don't know that I'm am reading. 1
know I need help in reading and log of other things. I took reading
in high school two years in a row, | improved a little bid but 1
still need a lot hore hélp. When I read, sometime’l say words that *
- are notthere, ’
And of his writing Keiuh said: '
I have a very hiice handwritinng, and 1 like to write but I think 1
use to many casy words, so [ really can't say what I really want to
say. When T was home I didn't write or study that inuch. But now
F'in beginning to write and study a lot more. -

Atthe Writing Lab, Keith did indéed begin to write a lot more. In an
carly writing assigmanent, he made sure we understoed sqmething of

his background: - .-

, -

Coming form a. poor. bac kground with reading writing and
speaking. One of my experience is no one really push me, as 1
wits coming up. Coming from a family of cight people were pretty
hard. T could temember some of my brother and sister had 1o stop
£0 to school and get a job because it were more important too
‘know where your next meal were coming frem than go to school.

. So I'm kind glad other people were interesting in me and ook thee
place’s of rying to be a big brother or sister of me. ;m(l‘in ame o
g0 1o school everyday. When 1 got 16 high school it were nnpor-
it to learn how 1o read write and speaking so yon can prepares
yoursell tot college. On of my problem was 1 didn't read enough -
now I can see how important it wis Q@ prepare yoursell. Sinee I've
came to the University of [owa, F'm learning to read, write and
speak better, : '

Here Keith ahakes as vividly hwargof the nedessary priorities in his
lite: 1t were more smportant oo know where your next eal were
coming from than go to school,” But school has been important for-
Keith, and he has been grateful for the interest taken in him. As carefal
readers and listeners fo his writing, we wanted 1o continue 1o extend
that interest, perhaps even do some of the “pushing’” that he missed




" Keith is careful not to place too much blame here on hi's teachers. But.
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while he was “coming up.” Keith's second paper, a response to an -
Jnvitation to give us somc advice about teaching, tells us more about

his background and his school preparation—and i{ imgplics a great

deal about the teaching he has and has not received;

Yo Iliveina big ¢ity and from live in this city all of my life, I have
look over everything. In most of the school, T gan see thata lot of
teachers be gl.l(l witnt 3:00 clock get hére more than the student
dov 1 think the princple should look into the school more, Also
the smdent can not learn what the teacher do not teach them! |
am not blaming lh(' teacher for what the students do not know,
but they can give a little more help. There are some student whoe
do not study, bugahere are student who can not read or wn(c 50"
s it teac h('rs l)u’l’lﬂcss to find out a student weakness.

his assgssment of the situation is-('lca;: “the student can not learn
what the teacher do not teach them.”
In The Study of Nonstandard English, William k dbm has pointed

out that _ . . .

the principal problem in reading failure 1s not dialect or gram-
matical ditferences but rather a cultural conflict between the
vernacular culture and the schoolrofim: Progress in reading will
depend upon changes i the social Structure of the classroom as
well as improvement in the rechmcal methods of instruction ?

.

As I read Keith's early writings, | ('nug'hl ghmpses of a world very

untamiliar to me, a world where the value system of the vernacular

culture was certainly very sttong, but a world that he had kept quite

Csepatate from the classroom, T wanted to lessen that culwaral conflict,

to aflirm his experience as valid and as something worth writing about
and reflecting npon. Keith became increasingly fluent in the Writing
Labetnd incrcasingly able 1o write about street life as a black in a

~large city, abbut what it meant to play football well enough to gain

Q
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an athletic scholarship to a -major university, about growing up in a
large. family: he became muc.mngly able to respond to his eacher’s
questions and come o an und('rqldndmg of the implications of that
experience.

Once Keith became iore. fluem, we tried 1o work with him on
copyteading—(inding the places in his wridng that did not conform
to standard American English and helping him to rrect these
variations for andiences that value conformity to the standard. As we

copyread typed versions of Keith's writing,. [ discovered that he could:

not read his own wn(mg Or rather, he could pronounce the words,
but ho could not (or it |(mt did not) rcad for mounmg In fnet, rcadmg

[}
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for Keith im-;nm simply pronouncing, and he frequently reminded me K
" that he wanted me to stop him and correct him ik he pr()npt\n(ed a9 '
N « word wrong. I have other students with the same difficulty and the
' same nusunderstanding. Perhaps they have been corrected so often in
grade school when they read orally that they.find . it difficult to
concentrate on anything but pfonunciation. it's not that they don’r
< know the words. Certainly Keith understood )gvhal he had written and
) could talk about it. But the actual act of reMing was so foreign an
activity that even his own words had no more real meaning to hlm
than those in a pullished text. The labor of reading 1¢ft him no energy
for understanding.»

In an attempt to help Keith become more at l«.lsc with the printed
word, onc of us tape-recorded some chapters fron Richard Wright's
- Black Boy. We had K(-nh listen to the tape andl follow along in the,
“book. e loved ite He woul(l fome into the Writing Lab;, get out the .
tape cassette and the bovk, and read. I sat with him_bniefly¥several
times and noticed that his eyes moved akvad of the. mp()"l voice, that
h(‘ was always ready to turn the page. He was léarning to look ahead,

pr((ll(l {as Frank Smith would say*) some questions about what
was coming that he could answer. Always before, Keith had strived
siply for word accuracy, (hmkmg, as beginning readers often do,
that word accuracy is all that feading comprehension requires, Now,
for the first nime, I saw Keith trying to make sense out of what he read
‘rather -than just ‘trying to get the words right. Finally he became
unpatient with the tape because it was too %l(mi He asked me if it was
all right for him o read a story by himsclf. .

A year later, in the spring.semester of his sophomore year, Keith
was still struggling. He had somehow managed to pass his first-year
composition and reading course, mostly by keeping a low profile and
because he had “a teachergwho apparently thought it wguld be racist
not té pass him, He tried so hard, this teac her said, and he was

“culturally disadvantaged.” But he Had failed other courses—not
because of his writing, which was far’ more fluent now, but because he
scarcely knew where to begin with his college texts. Even after two
semesters of a developmental individualized reading instruction course

. and the one-semester freshman composition and réading course, Keith
tested oat at the 6.5 grade level on- the Senior Reading for Under-
slandmg th‘ I did not consider the test a completely aceurate
statement .|b(ml Keith's reading ability. Keith gcn(‘r.lhy had trouble’
with multiple-chvice question formats and néeded more time than
most students in test situations. Still, -his score suggested that hn
(()Ilqgc texts would give him difficalty.
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: l)evelopiﬁa\aljl Individualized Reading-Wrigirf§ Course

"I decided to sce if 1 could set up a course that would draw on the
-~ positive experiences Keith had with Black Boy and. on his own life’

}l ~ . experiences, and that would lead hifa to mare fluency when reading
| ~ his l‘exll)p()ks. Keith could read. I knew lhdl But he also needed 6 )
| know that he could read and that reading was not some lmpenethlc ’
‘ mystery or merely a mechanical act. The Britsh anthropologist Basil
. Bernstein, in his study of the social structure of the-family and its

effect on linguistic developtment, said that the contexts of learning

must make the student feel at hm‘e in the educational world,

g We should start knowmg that the social experience the (hlld
already possesses is valid and significant, and that this social *

" experience should be reflected back to him as being valid and
significan}. Iy can only be reflected bakk 10 hlm if 1t 15 part of the
texture of the Earning experience we cffie s .

L3
In our responses to Keith's writing, we ha\l already tried to affirnd the
significance of ‘his social experiencé, It seemed equally important to’
e now that he recognize the place of his own gxperience in the wider
community. It is not merely that others had lived and suffered as he

‘had. He knew he was not alane, But others had written about it. Their

books were read and respected and were part of the learning that K(‘nh
‘ found so foreign. - -

That Keith was still very ill at ease in the educ ational world bdcame
clear when, in his seccond-Semester freshman course, he was asked 1o
look over the reader he Wl purchased for the course and then to talk
about what was in the reader, what he thought the function of a reader
was, and if he liked any of the readers he had used. Despite three
semesters of using freshman reader-anthologies, Keith was completely
stymied by the term reader. He concluded that a college reader must
be a person who reads in college and that the fun( tion of a reader was
to say what he or she had read. The last part “of the que stiofi (did he
like the readers he had used) thade 110 sense at all to him, of (9(rsc 0
he vhanged it g make sense. He wrmc about how college-students
should use theit: readigg to "do okay’ in courses. Actually, I rather
liked Keith's answer sine (\xmdus are—afer all—people reading. But
he told me that he knew he was stupid (a word hd often used about
hitmsélf) because the questions “really made no sense to him. The
dilticulty he'w .ls having.suggested o me not that he was stupid, but
that he had lx(h allowed to go through his paces with litde idea of
what was going on. ‘The stories and essays he'd read in the anthologies

*. .

*
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had 1o Jitg or e ning for him and had beeti connec ted neither wnh

his own life’ wuh his understanding or his learming, even at the
university. I wanted Kgith to learn what reading really could be by
having him read longer preces’of discourse that would make sense in
hits wml(l-—.n tirst stories, (‘rl.unly, but staries that sustained hrs -
interest long ¢nough o pull him into a world he could re spond to,
»stories that would touch on his own experjence, draw him both into

and I)()(m('( this experience, and help him ‘r(fl((l on 1t so that his «

. reading literally became a part of the experienc e iself.

The book Black Boy'was a natural,"of*sourse, as was The Revolt of

the Black Athlete by Harry Edwards. Being black and being an athilete .

. on the football eam were important parts of Keith's experience and
‘ identity. Naturally, -1 wished to affirm that identity as he te ntatvely
' . enteredan educational world that seemed utterly alien to his own life.

“Fdeveloped the reading list below specifically for Keith, but the list is
readily adaptable for students with_similar bac kgrounds:

Week | Donald Kaul; “Embarrassment .at the- Rose
o Bowl,” colunm in The Des Moines Reguler,

- : _ 2 January 1982 : :
' Ralph Ellison, “Battle Royal,” chapter 1 in
Invisible: Man (New York: R;m(lmn House,

1952)
Week 2 Harry Edwards, T }u’ Revolt of the Black Athlete
- (New York: Free Press, 1970), pp. 8- -29
Week 3 . Maya Angelou, I Know Why the Caged Bird
Sings (New York: Random House, 1970) °
Week Angetou, I Know Why the Caged Bird Sings
. Week b Ntozake Shang('. For (’.'olur(fd Garls Whﬁ Have -
v - Considered Suicide When the Rainbow Is Enif
_ (New York Bantam Books, 1980) .
P Week 6 . ‘]()hn Knawles, 4 Separate Peace (N('w York
Macmillan, 1960)
Week 7 . Knowles, 4 Separate Peace ‘
Week & " Lewis Thomas, The Medum and the Snail: More,

Notes of a Biology Watcher (huw York:'Viking
Press, 1979) -

. Week 9o Richard Wright, Black Bay: A Record of Child-
: hood and Youth (1945; reprint, New York:
HaYper and Row, 1969) T
Week 10 Harry Edwards, The Sociology of Sport (Home-
wood, 111.: Dorsey Press, 1973), chapter 3

s
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the players. Keith probably missed a lot of Kaul's sharp humor, but

l:’n!enn_q the World oj A(adem((' Reading - . - 15

Week 11 l'dwﬁuls, The So(wlogwo[ Sport chapter7 -
Lang;um Hughes, “"Harlem,” availabledn Blac K
Voices: An Anthology of Afro- -American
Laterature, edited by Abraham Chapman (New
York: New Ainerican Library, 1968)
- Paul Laurence Dunbar, “Sympathy,” ‘available °

. . K N -
. in Black | oices. : o e
-~ Gwendolyn Brooks, “We Real Cool’™uand *T'he
» Mother,” dvailable it Black Voices®
Maya Angelou, “Alrica,” Qvailable in- The
Norton Introduction to Literature, 3d ed.
(New York: W, W. Norton, 1981) °
. Rich: ll'(l anhl Native Son (1940, repring, New!,
0 York: Harper and Row, 1969) (this book was™, 2
selected by the student) -

Week K} Wright, Natiz.'("S'(I)n . ,
Week 1E - George Orwell, Aniinal Farm (1946; reprint, New
’ York: New Amertcan Library, 1983).

,...
=
=
—
<
1

Fhis hist retlects not only some of Keith's interests, but also my desire

1o expose him to a range ol stylés. [t was impornt for im to lm(l

natratives, but 1t was (qmlly .unpml.mt for, hWlto encounter’ the
Language of his college textbooks ina comexy f.nmh.u 1o hims

I begian with*a newspaper cohnnn ‘on thc' Ros(' “Bowl by Donald
Kaul because that game Wis uppermost in our mm(ls that Jaginary.of -

“1982. The University of lowa—which hadn't had a winning football -

scason i twety years and which hadn’t been to the Rose Bowl since )
1958 —was ndn(‘(l 10 the Rose Bowl, where it subfered a humiliating

28-) loss 1o the University of Washington. lowans could talk of
nmlnng clse, m(ln(lmp, tht: sharp-tongued columnist Donald Kaul,
who wrote at that time for The Des Moines Register. In previous,
semesters T had Keith read write-ups of different games and witched
him edgerly scanning the ines for his awn name. Here was the perfect
nppmlunlly to have Keith read s(?m('on(' tlse’s opinion about a very
important experience in his owar life. In response; Keith wrote:

This man did knuw what he w.n‘t('(l to say to Goach Fry. He wld y

hun the way he saw the game, but in a straightway. Somewhere .
i thie article, Kaul said he ditin't bet on the game—bug he sure :
sounded like he lost some money w e, .

I'hen Keith went on to say how Kaul in his column talked directly 1o

he picked up the difference in Kaul's tone to the coach (who, Kaul
said, didn’y coach well) and to the playen (whom Kauf.pmm'd)‘

- ¢ - ‘
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I had Keith write responses o cveryiﬁ&g he read—first his own
feelings and thoughts about the texy, then-his response to specific
questions. For two of e books, 4 Sepayate Peace .md The- -Sociology
~ ' of Sport, 1 helped hin} develop His shért pieces into longer, more
: " cohererit statements abbut the books. I wanted first; though, {0 engage

+ him-ina dialogue with me and with the bopks. 1 did not want him to |
. perceive my questions ‘as test questions but rather as an expression of *
. ..my curiosity about his impression of a book, for somel}‘mcs his ex:

Jperience had equippe d him to understand a book and to enter into it
far better than | (ould th-n he read Ralph Ellison's ““Battle Royal,”
for-example, he picked up on the gentral injustice and irony (thOugh
he didn’t call nlthat) of the snuatlon :

.9

Ellison is recognized as the smartest boy in Greenwood. But him
R and his friends are weated just like somte regular nigger out the -
§ . streets. Even lhough Elison has receive a sc h()ldﬂhl[), heis stitl a
e nigger and he have o pay for everything he recieves.

s v : 4

“ 1 decided that we would worry laier about the difference bétween - |
. author and n.:rr.uo‘r For now | w.mlcd to ask questions that would’ '
push Reith b(-yon;l his first geeralizations about the book. What
injyffice in-particular did he sed® How was the character mistreated?
What did the narrator’s speech have to do with anything? What did he
“think of the battle royal itself and all those white folks sitting around-
forcingryoung black mien to,scramble for money? Having to write and
rewrite and reconsider was hard-on Keith. Like most students, he
hoped that once-a paper was written, it was finished. But he tried o
answer my questions and began 1o use his reading jpurnal as a way of
connecting one text with another. A litle later, after he had read The .
Revolt of the Black Athlete by H.nrry Edwards, he re flc'( ted on lhc two
works: * : . SN

N
. v What bappen in Baule Royal? It's like what hﬂwar(ls is talking
about. Edwards cxplains something about Blacks. He said, *“first

of all, there is no such thing as a free ride. A black athlete pays

dearly with his blood, sweat, 1ears, and with some portion of his

manhood.” This is the same situation as what happen in Batle

i ’ Royal. " . :

Keith quoted quite naturally—and aptly—from the text here. He was
beginning to recognize that the éxes i'ommcnlcd on each other, that
these were not just isolated “assignments” or “readings.” Keith per-
ceived the same essential injustice in l-lhs(m 8 imaginative recreation
of white cruelty 1o blacks as in Edwards's factual, though lmpds‘il()n(‘d
assessment of the bl.n(k"‘thlcu- s position in spom N

o !
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' . Keith delighted in explaining things to me as he discovered that

/ some of hi§ experiences entitled him to “judge’ the releVance or the
accuracy of a text in-a way I could not. The Revolt of the Black Athlete
certainly spoke directly 1o Keith's situation—Edwards even mentionéd
lowa in his discussion of conditions at college. Keith responded:

D Harry Edwards is_saying that back j 72, black athletes in a
| pn:gmin;mlly white college don’t fair chance no matter
' ho g()o(l theysare. Maybe Edwards is night because he was thcre
T and this is the way he saw it [ can’t g'dlly say that it’s that way

here at lowa for me. Biit,some of the things still kold true. For,

example, he says only a smatl number of black athlgtes gradudte

from college. That's stil} true here. And another thing Edwards™

said that holds wrue here at Towa—if white guys tear upt lot of

things, nulhmg much happens, But when a black dude sees lh.u

he says to the ather black dudes that if we did what these, white

. © people do, lhey wtll kick us oyt or ke us pay for it "

And Keith ‘went on about professional sports. 1 ll()ll(((l here that

I\elth wie able to go back and {orth from the text 1o his own

(-xp( ricnve, keeping both il T chose Rew)lt-bc(.mst' it made

such compatisons a possibility. T-also selected it because it contains

~  both discussion and marrative, -and I needed a bridge hook like that o
. help Keith move from stories 1o explanatory prose.more like the prose
ol his textbooks. A setond book by Harry Edwards, The Sociology of
..\'pml, which we vead dater in the course, picks up on some of the
same isw(-s as Revolt but uses more technical language, the sort of
"texthook™ language that Keith was (-nmum(nng in his other courses.

L)

#  Keitheertainly didn’t master all of the voe abulary, but he grasped the -

meaning and was able 1o comment on the issues. (A year later, when |

taught a version of this course o another student, 1 nsed a similar

_ patt of books. The first, Tally's Corner: 4 Study of Negro Streetcorner

. Men by Elliot Lichow, is a lively narrative recreation of the black
strecet-corner cult lu} with some theoretical discussion. William Ryan's

Blaming the Victim examines some of the same issues of poverty and -

of family structure. The namatve illustration in Tally's Corner makes

¢ the moie technical, sociological language of Blaming the Victim much

more aceessible, ‘Thus, my student was able to bring a context he
.Ill(d(ly knew from Tally's Corner 10 a text thai he tirst found
unpenetiable.) N '

With the fourth work we read, Maya Angelou's [ Know Why the .

Caged Bird Smg,s.’ Keith was becoming uite comfortable just wlling
me his reactions and, incitlentally! was writing quitg a bit grore 10 his
first dratt®heciuse he knew T was not testing him ot trying 1o catch
him insome misundérstanding or etror. But he also knew that he had

FRIC . . R
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i o u~.ul .uu} had 10 wnm. .u;d lh.u tll,(‘l(“bs uad?ng sor unreflec Hve .
J1esponses would nows: msfy the'probing questons ‘of his teacher. The
selection’ by Angelou,was th®first full- lellg,.th dook fie read: Later, as

. the syllabussshows, Keith was lmdmg n.ﬁrauw a e more qlll( kly.
bt w.uu(d to give him plenty- of time o the first, whole I)m)k he'd

. : ever read: 1 also wanted to glve him tme to react in wnlmg as he

S - went along—again, npt. pum.ml) as pouedns ()l l(stmg his Yompre-

“hénsion, though natarally T was . inftrested o lh.n but as g way of

P lhomug._hl) engaging Ium in-wh at Iwmld. llc‘ wr()to obCGaged Bzrd._/

v
. o I'his book seem to h(- arrue suny this is really givihig us llw real - .
details about liow it used to be for Maya Angelou, and many othel
, hilacks. “Ehie bookssstarts off kind of slow, but as you get de eper in
v i ;lu- book it picks up your interest. I don't knuw it this book is like
- © U Edwards or Ellison. One thing | do know is all three SOy are
talking from a peérsonal experience, and how it used (o be foi ° -
. l)Ia‘ ks. ‘T'lns thweestory are very good dcl.ulul and they m.nk(- you .
seem hike you are there.

The truth of a wmk scemed to be the thing thatimpressed Keith most.

- FHs use of the word story for all three. works shows his unfanailiarity
with, the difference between novel, autobiography, and nonfic (mn
exposition, We came back o those concepts as the course progre ss( d..
But-l did not want 1o intertere at first with his dawning awarene SS

LI ¥ i books spoke about true things and things that he km w. Instead, I-
questioned him about the details; aboug how, exac ll),, it used 1o be for
blac I\\. according o /\)lg( lou; about what ma(I(' it seem like you are
there.” Kewh's tnsl response o aged Bird went un 10 say:

S o Maya, life seens to be exciting, important and carimg. Maya
L vseens like a very smare girl, and in the story she is trying to leain
all she cane Sorge things she don't understand, but maybe later in
the story she will underseind. Right now the most important
thigg to her is her family, not that she don't like living with het
. gl.{ll‘(lnl()lll(l [Cs just #hat she don't know if her mother and tather’

is_alive. Another important thing to her is her brother. She love

her biother Bailey very mnch and he is really the only triend and
‘ persont family she have. It doesn’t really well you about hér
: ’ personal lite in Long Beach, California, but coming from the West
and going to the South is a big experience for themm. Maybe in o
k ~ Gahfornia things was ditferent, maybe they, h.ld morg friends, ”
p o ‘ wtaybe the people were more richer, mg |)h(' therg weére imore things

10 (b, ()l),ﬁl.l)')(' not. [ don't kivow,

Keith pul\((l up.on se vu.nl lhmgs I|(u--—M.|\,4s contern l(n the
patents who abandoned her, Im |()\'(‘ for Bailey, and the tnpact thn

w ) :.

T .
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. lhc move hum the \r\v'l“sl Cost had on both children. Perhaps eyen
C more impartant were Ke t’lh s speculations about lhmgs not yet. known

. ngthe book. He was Inokmg ahead, expecting that Angclou (and the
der) would l; ier come 10 unde rstand some of the carly events in the .
_ I)nuk and that the reader migght later learn sométhing al)()ul'M.nyd’\s :
R 'l}l( in California. He whas .|\k|,m, his own quesn* about the story
' and tﬂ')?\lmq to llf\] smn('\msweu ‘u continued réading. ¥ .
T anticipated that Keith would-have trouple ‘with $he fifth work,
For Colored Girly-Who Haye (ormd('red Syicide th'n the Raz;h)ow
‘ ' Iy Enuf by Niozake Slmnf,h 1 chose:, at.partly bqadso it piesented a”
o : :(lnlk'u ‘nt.aspect of human conflict, nnl thatsbetween black and white
r bt contlict between male and fenale” -gmd between different segs- of -
o vadues, AbGL T wanted l() see how' Keith would. react o Shdng( $
- decision (g write'in (Imle(( lnler(sunp,ly, ,(he spelling got in his® way,. ,
T hough Kv ith's own wrmng ‘md specch tended to m(orpur.uc fornis:
- consideréd nonstandard, he, was neverthieless disturbed: (o see uneon-".

" o Ve nuonad spe Hing and verb forms in a pul)llshg,d text (aind he certe nul) .,
-luup,mml that ‘the forms were unu)nvtnlmmﬂ) It gave us.another

. umuxt i whieh to talk about the (()pyu’.ulmﬁ: we were doing with
"l\(llh s own writing jnd abaut the fact that one chisoses what lmghagc o
0 use depending on what audience is being .|d(ll(‘ss('d Incidentally, o
L\ulll yealized that he was reading this play much nk)r(' slowly than - '
he had read the /\np.,‘luu I)(m‘k that he was having to lead(v( n snupI(
words m(lnulu.nlly to figure lh;s.m ant. [t underseored’ fnr hign, and-for
nie, thar hid general l('.lduu, sp('(‘gl had increased and that he was more S
llk( 1y 1o look tor the sense ot thy vu)rk r.nh(l than to mnunu.m‘ on L
word recognition. ' [ : . I -
Kewth's response 1o the play was defe us;u By.ther it was Iln))()lldlll
. to him hat I'develop the propser undersi m(lmp, ol*the wml(ls we were
_ ) reading abour. He wasn™t just answe lmg‘qm stions .ll)uu( a piece of . .
C«  flcnon—he telp an obligation to- interpret. for, me. i Situaton that 1. '
' “might misconstiue. The play (llslmlml him and perhaps even .mg(lul '
c himgle wok it suwusl\, and in In's shocked comment to.mé that “all.
bk nien aren’t lnk(' that,” he acknowledged the power and influence .. _
that the wiitien word mighe have. Keith was also able to see and hear . U
the play since Fscheduled the reading |ss|gnm(nl to coite ide with the
Rublic Broade .nlnu, Service presentagion ol Shange's pldy

'z 7 Wuh A S(fmm((' Peace by John Knowles, we returned 1o ﬁ( II()lld]
e nartdtive,and. Keith was able 1o grasp the major story line | faig fy c.mly -
L In his4irst tesponye 1o the book, hé concentrated on the relidionship - .-

befween (.( ne and Finny as the most interestung pan 0 Inm

LY
» . . .
o yoC, . . 4 !
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3! . i W .
s B Finny is Known axi vvry good “athlete f nd Gene is known ds onee’. Yoo T
“of ‘the smartest Boys in the school. The diffefence betwen these 5.
two boys is that’Gene likes to study and Finny doesn't. It seé’rﬂs .

like they are kind of jealous of each other Jbecause they ‘used o w_.'. v
have contests of who could jump out of the tree and Finny™ .~ . .’

ihought he was better than Gene. But Gene knew -hé was better- © - ¢
- than Finny in the clgssroom. Finny always found somethmg for - '
D _ ~him and Gene (o do (o stop Gene from studying all the time. Y, -

“Since Keith was interested.in the reldlionship l%etween these, two young
men, my: quesllons asked him to focus on it more carefully. “How do
you know that hnny is jealous of Gene? ' Iasked. “Is it jUst w
AGene says, or are there things Finny does or says that make yomPthmk o
. - thae' “'If they are as jealous of eiach other as you say, why are they . . |
“such good friends, do you ‘l.l_lmk?" Keith' first yesponded to’what
seemed like an impossibility to. hin:-“To me, it doesn’t seem like
Gene' meant to make Pmny fall, I wouldn t p#sh or make one of: -my\
. friends fall gut of a tree just bcgause he's a greater athlete than Lam."
© It wasn’t enough for Keith to tell me. what he would have done. I |
pushed him to explore ihe- (()mplex relauonshlp between l'mrqy and
Gene, and we wcm'mréfully over the sectigns - where Gene distusses
v his own'-confused feelings. Keith had’'misséd some subtleues
’ and the unspoken tensions,- but he fnmlly did write more 'aboul the
relationship, about Finny's refusal to’ behcve Genie's confeéssion that -
. “he pushl‘d him out of ih¥ tree, any dbuul thc pressures that can exist
: : between two athletes. This. book. wasi’t as close 1o Keith's experience
©© as_some of the others had been—the prep school setting could not
have been’ maore: d»f{orehvfrom his own life. T hough he found Gene's
et searchNng somcwhal inc omprchonsﬂ)lc he was ncverlhelcss able
) . ne(u(m ‘with lh(‘ ‘human love and je‘ll()(l‘iy that
inny’s r(‘lauomhlp :
edusa and the Snail by Lewis Thomas was perhaps not the )
best chéice for Keith. I triedt it because 1 did not want the course to
consist omplcl(‘ly of ficton amd autobiography. I wanted Ketth to
bring tdsome reading about social science, history, or natural science
y * the same attantion and involvement he was bringing to nagratives of
experience. 'Thomas’s essays, I'felt, combined some technical f.mgu.lgv
with very personal formulations of complex scientific:concepts: Keith
struggled through about f()ur" of the essays and was not sure: he
- understood them, even whcl\@wv went over them. The <‘ss¢ly titled “Ony
Cloning a Human B(‘mg captured his artention, though, He hid -
_ ~ heard the, word (l(mmg before, althdugh he was unsure of its meaning. g
¢ When he read the expl.umlmn of (lumng. he was amazed that such a
thing existed:”

governg
The
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Some people tnnk ddomng s hard to explain. If 1 hadn’t read
this book, 1 wouldn't believe there-was such a thing as cloning.
But as I understand it, cloning is a somatic cell that you can ttke : Ty
from almost anything te make a new one or-another-one such as
plants or frogs. 1 wouldn't think for plants or frogs this would be  ~~
hard, but for a human being, 1 would think (l()nmg s xepy

difficult. But then again, the way science tec hn()logy is going,

- almaost .mythmg can happen these days. ¢ :

Ofice .ng.nin I was pleased that Keith recognized in a written text a -

source of information and authority. I was pl(dbt‘d that he attempted .
to put mto his own words a somewhat baffling concept. Latér m‘hv
same paper, he expressed his doubts that cloning would work for
human beingd. ““You woylil have to clong babies,” he said; "‘because
then you wouldn't havepé change the environment.” And he pointed
out that Thomas agreedrwith him: **Lewis Thomas also thought that
if you clone someone you have to clone the wholv world. He didn’t
think the world is ready for an experiment this size.’ '

‘By the time we came to Wright's Black Boy,:Keith was ready m
read through it fairly rapidly. He rgmer mbered having read some of .
the chapters before and wanted 1o see how the whole book turned out;

" Me was quick to find in Richard something of a kindred gpirit:

Black Boy is the bun book 1 have éver read. It's about a black boy

. gﬁ‘ who is very smartand intelligent person. He's not just an ordinary *}

-inside to white folks or black. I was not surprised that Keith identified

blac W)oy He's kind of different from the other black guysgin the S
stogy! He reminds me of mysell in some kiid of way. Whit | 4.
mean is, it is only so much that a boy can take from some people,
especially when he didn't know them. I'm kind of Jike that. I can

_ohly take so m.my orders from a person I dan'vknow.

Keith then went on to talk about how Richard coped in tlw *white .
South,” how he defied his Uncle Tom, how he would mot .submll
mself ‘with Richard. Iwas struck that he wrote aboutisand talked ?
about it so willingly, that the formerly shy and silent Keitht now spoke

with conlidence and even authority of his own feelings in relation o ‘

whites or to anyone he felt had control over him. He had certainly

come to feel much more at home in the academic setting, for he was
finding in published texts validation not only of his experience but of |
his reaction and response to that expepience, When it came time for

Keith to choose his own book to read, he didn’t hesitate. He had seen -
a copy-of Wright's Nativé Son on my desk and jumped at the chance .

ERIC
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read such a long book, but he finished it in the summer, and soughl .

teFread it. There wasn't quite enough’ time’in the semester for him to .

n\w out to'mlk about it ) L a £ .
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I had put the poems by .m;.,sl()u Hughes, Paad Laurence 1’11:1!).1!
Gwendolyn Brooks, and MaYa Angelou and Animal’ Farm by (-('m;,(- ’
Or well on the *list so that Keith could further, extend his range of
reading experience. 1simply asked him what he could actually see in
Hughes's poem,-and we were able o talk now about images. Then we
discussed why Angelou nyight have taken her utle from Dunbar’s
“Sympathy.” Animal Farm! of course, demanded that Keith read on
more than the literal Fevel. Keith had peo ditficulty in seeing that the
animalstoodgfor human (]l*lllll(‘ﬁ And though he missed some of
the political implications in the book, he r(u)gnmd the cnticism of -
human socfety in general, Animal Farm allowed us to return (o the
issue of what is true in a book, dhow one thight have (o separate the

writer of & book from the characters in i, smn(-(hmg that ha(l confused
Keith in Bnulc Royal.”

. ™~

The Final Examination .

. e . ) v '
At e end of the course, 1 .ng.k(-d Keith 1o take a final exam, one not
unhke lh(' sort "he might have to take the. [oll()wmg s('ﬁu-sl(‘r mn
literature courses, ‘Though I had certajnly seen plcnly of . Keith's
writing and had wotked with him very closely, 1 nevertheless wanted
him to try o bring some of the r(-admg together for himself. All

semester I had de mandede that _Keith’ be fully present, prepared to

discyss the readings twice a week and’ ready cach-day with his writing.

He could not hide in the back of the room; nor could he decide to let.
one book slide or 10 fail one test and forget it. ‘There were always
further quéstions about what he had written. 1 eould tell at once if he
had not read carefully, and he knew that was not acceptable. Books he
had-read gt the start of the semester came up again a and again in our
discussions. The final exam re presented an opporlum(y (Or synthesis.

It was another sign from me that I expected Keith o take full
r(-qpnnsnlnlny for what he had learned. and read. I devised a two-part
exam for K('nh '

Parnt 1

' (,nn'u(!r'r the works listed below: .
"Black Boy ' ’ .
A Separate Peace.. ;
1 Know Why the ¢ agrd Bird Sings
Native Son - N
“Battde. Royal™ . T

_ Please choose three works and talk about how th(- main «haracter
in cach tries 10 be independent. :

i




' - {
E s
Entering the World of Academic Reading . 24
N " . e
A Wit Kinds of woubles do the charact®&g have?
Why iy it so hund tor them' to “he thems§dves™? _
v Who or whit gets in their way? ) o _ . _
Do yuu see any similigaues among the characters in the three .
books? . . ) .
Be as specific as you can about eagh character and about what is
happening to him or her. ‘

e Purtll ' P \
Please 1e ad the’ lullumnp., pissage. TCcomes from one of the books .
you've re .ul o . - "

, L w.ns no longer a question of my believing in God; lﬁw(h no -
longer a matter of whether T would steal or hie or murder; ut
was o single argeut miatter of public pride, a matter of how
tuch 1 had in common with other people. I 1 refused, it meant
that T did not love my wmother and no man in that ughe huttle
Dlack ('nmmmlilyhaul ever been criy enough to let himself be
pliced i such a pusnum My mother pulled my armfand |

N . watked with her w.the préacher aud shook his hand, a CsuIe
_ that made me a candidate for baptism, There were more'songs
: and prayers: it lasted untl well after midnight. I walked home
' lwp asa vag: 1 had not feltanything except sullen anger and a
crushing sense of shame, Yer I was somehow glad T had got it
. over with; ,no bartiers now “stood  between e and the
. community. 7 7 '
) What book is this from? / -
Whatas happemng here? ' . .
What does III(' characterseem to feel? Why? v . < v
(] - . .

Keith was neryous about ‘the final. Fven though 1 think he felt”

tairly confident™in th( writing -gbout readling he'd done all semgster,
he still was uncertain of himself in test situations. e did Te )gnm' :
the passage from Black Boy, though, and was able to talk aboygt how _ _
Richard “thought it was all nonsense,” how. his family wer “pres- . o
suring him and making him do something he didn’t want to do.” '
And in the “synthesis”™ question, he managed to explain haw the
characters in three books (gene and Finty, Richard, Maya andeBailey)
struggled with personal relidionships in order to get the. things they
wanted. I doubt that Keith's answers would have sabfied a literature
exantiner.In three hours he wrote only five pages. It took him half an , &
hour to read and comprehend the exam ttself, possibly beeause of test '
anxivty, but also because he still read complex material slowly. The

« connections he n)(ul(' among, the books were more superficial than
those he had made in carlier writings and discussion. But I'was happy
to see this developmental reading student identily, with confidénke, a
single passage from one of the several books he had read. | was pleased -
” : o

?"

v
A ruText provided by Eric . B "

- ERIC, . o S ‘ ’ 3 ~




; 24 o ‘ * Elizabeth Robertson
\\" .to see him bring together three different texts, using some details and
incidents from the texts to support his assertions. -
When the course was over, I asked Keith if he would be willing o -
_ take'the standardized test again. I did not think that it would b¢ an
. accurate measure of what we had accomplished in the course. We had
not so much ay looked at a multiple-choice question all semester, and’
the course had focused on critical rcading rather than word compre-
. hension or speed but-1 was curious how Keith would do. He achieved
. g a 7.9 score—very low, 1 lhoughl u I realized it was nearly a grade
and a half higher than he had tested on@semester earlier.

Far more important than a test score, though, were Keith’s willing-
ness now (o pick up a book and his greater need to gead for meaning
rather than for recognition of single words. 1 had not sought to
simplify reading for Keith—to break it down into simplegconstituents -
or simple ‘sentences. I had tried, rather, to match the confusing
complexity of his own experience, to confront him with the difficult
and demanding task of tranglating the idgas of others so that he might
articulate and clarify his theory of the world as he entered into other

+ worlds both like and unlike his owh.

. "
L.

Adapting the Course to Other Students

I have discussed in this chapter a sing?\ixdcnl in a particular course
designed very carefully- for him. I ha@ since taught similar courses,
one for a group of three students, with different recading lists and
Sifferent expectations. I T were to describe these courses, l would e}l
other stories—of ()wcn a good reader of narrative who was so unsure
v of himself that-he was utterdy ungble to read a textbook; of Laura,
who could talk as though she understood but who had more trouble
with the literalemeaning of a text than Keith; of Joe. . . . In each case,
the students’ needs—which 1 discovered by reading and responding to
their writing—governed my choice of books. The students’ reading
journals were at the center of the course, letting me know what they’ -
did or didn't understand, letting me enter into their perception of
. ~ worlds both familiar and new to them. What has remained constant .
. in cach course is my desire o involve students in reading that is’ |
meaningful (o them, to demand thenr}t&! intellectual participation in
theiw own education, and to help them'find reasons to read bcyond the
necessity of fulfilling sc hool requirements. o
s I.have aften heard tcachers of basic reading or writing (omplam
" that -their work is not stimulating, that they must drudgg through
dreary exercises and ill-written compositions, never having the oppor-

O e,
:
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tnmly to dascuss ideas with tllcn students—or with cach other, for
that matter. But this course demanded nmy full |ptelle(lu.nl participa-

~tion, as well as Keith's. I read books | had pot rmd before and reread

3

the ones I had, carefully framing specific questions and preparing for
what I thqught Keith's responses might be, Keith's insights into the
booRs often forced me 1o reconsitler my own interpretatiohs, and 1
discussed Keith, the books we read, and the ideas we both had wnh
fricnds and colleagues, just as 1 discuss ‘my literature courses with
them. Keith's perceptions often 1ook mé by surprise and challenged
Me Lo 1evise my sometimes 1oo-narrow assumptions, both about a text
and about Keith himselt as a reader. ‘T'here was nothing dudry or. dull
about this encounter with another active mind.

The course may seém expensive—individual, personal. But, in fact,
universities and colleges spend a great deal of time and money ‘on
individualized instruction in réading labs that use cards and machines
to work with students, Special supportservices and athletic depart-
ments hite untors, desperately.hoping that somehow they can explain
difficult texts to students who are unable o read the materials for .
themselves! But a durse like this &an be accomplished in a reading
fab and can even be taught 10 several students at once in a small class,
if the teac her is fexible enough o have comparable but not identical
reading lists and if she or he is a s('ns;uvc percepuve reader of student

" writing. 'This course is not emergency treatment or remedial aid. Teis

ERIC
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based on the fundamental agsumption that real Imrnmg takes place?
only if the student-is drawn into the “web of reciproe ity" at the deepest
level, through engaging the intrinsic will to learn. We'cannot afford
to squander our best teaching resources on any motive less “hasic”
than that. - . -
' *
Notes ~ .

4 .

. . N 3
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1" Rachel Faldet .« now of Luther College, Decothih, lowa, also work('d wnlh_
Keuh on\his re tiding, and T gratcful for her many invalnable suggestions
.|l)0ul possible readings for Keith and qumlmm to pursue with him: - .

2. William Labov, Fhe Study of Nonstandard English (l'rb.m.: Hl.:
Nationtal Gouncil of ‘Teachers of English, 1975), 43,

3o Frank Smith, Beading (Cambridge: Cambridge University Press, 1978),
83. (I'his book was l‘(pnnl(-(l under the title Reading without Nonsense by
Teachers College Press, 1979.)

4. Science ResearchAssociates: ‘Thelina Guinn Thurstone, 1965,

h. Basil Bernstein, %\ Critique uf the goncept of ‘Compensatory Fduca-
ton,' " i Eduration Democracy, ed. Rubinstein and Stoneman (Har-

. num(luwnnh Png Penguin Books, 1970), 120, ¢
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3 Response Ablll[y
in Freshman Engllsh

\ . . b
o k

_ Rick Evans

*

When Sherman Paul, the Ca{ver Professor of English Literature at the
University of Iowa, first meets a class of advanced literature students,
he asks them to carry on a tradigon of responding to reading that
reaches as far back as the sixteenth century and.cotnmonplace books
and that is as native (o his American students as Emerson and Thoreau
and as recent as poets Charles Olson and Robert Creeley. He asks that
they keep a perspnal Journal of their reading. He explams.

1 wanl sludenls . to forego the scholarly-critical mediation of
others and to rely mstead on their own responses. Response-ability.
is 4 responsibility, and it is fulfilled By engaging or encountering
a text responsibly. The text is "the jewel center of interest”
(Kerouac), the object before one, And reading is an experience.' .

It was this List sentence, “And reading is an experience,” that firscled -

" me to consider alternative approaches to teaching reading to my

freshmen students in a required second- -semester rhetoric course. My
carlier attempts to teach reading had been very disappointing. My
students had dutifully struggled thr(&gh a series of drudging assign-
ments in a college anthology and had tediously answered the reading-
guldwestlons at the end of each selection. They were no more
|nv2Ivcd in each pamcular reading than they were when they searched
for all the presidents’ faces in a fagt-food “Win a Trip to Hawaii”
swe%pstakes If they won, or answered correctly, great! If they lost,
well, it was just a dumb game and nobody ever really won. anyway.

Rarely did my students become excited about what a writer had said, . °

or share with 'me or the class some personal insight, or even care
enough to ask their own questions. Reading for them had become
only a routine of scanning and then sclemng the necessary informa-
tion for passing a test. _

I wanted instead to teach readmg as an experlcncewone that, like .
many others in my students’ lives, mpight engage. them, maybe ¢ven

26 - .
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cl}ahge them. My hssum‘ption was that if I wereé able to offer such an
experience to them, not only would they enjoy reading and therefore
read more, but the analytical abilitiés they needed as."college-level”
readers would grow. And since the reading that I had required of
studénts in the past had not encouraged their involvement or realized
those ybilities, I needed to try something new. I asked the freshman
program coordinator if I might be allowed Tor a single semester to
alter the standard pedagogys and my request was granted.

~ Focusing on One Narrative
-
About six weeks into a sixteen-week term, I introduced my students to
a sequence of journal writing about reading, specifically writing in
response to Zen and the Art of Matorcycle Maintenance: An Inquiry
into Values by Robert M. Pirsig. 1 chgse this book for several reasons.
It’s a story, the narrative of a trip from Minneapolis to San Francisco
Bay. Whenever I ask students. to recall their favorite book or their

most memorable reading experience, they never fail to'mention a story °

and to explain that they had identified with a particular character,
thatahe details%of place and time so involved them that they Mt they
were there, and that this certain story helped them realize things about
themselves they had nevér quite understood before. I wanted my
students to be engaged in these ways. Zen is also a book full of
Chautauquas, *'popular talks intended to edify and ¢fitertain, improve
the mind and bring culture and’ enlightenment\ to the ears and
thoughts of the hearer.”? Most of the reading these Students would be
doing the next three years of their college career wetild be of % similar
kind—historical essays' that chronicle the causes of the American
Revolution or the results of the Russian Revolution, chapters in a
biology textbook that describe natural phenomena and offer formulaic
explanations for their otcurrence, even studies in psychology that
speculate. wHy people under stress tend to respond the way they do.

‘The Chautauquas in Zeén do not offer any sort of content-specific -

preparation for all the college reading that students may encounter.
However, Zen does involve readers in a wide variety of ideas and

different levels of abstraction comparable to those in other courses. -

Finally, Zen is an extended piece. It demands that readers use &heir
analytical abilities to sustain the cognitive processes of constructing
and integrating both a personal (in their journals) and a communal
(in class discussion) understanding of their work. The edited selections
of college anthblogics make no such demands.
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1 asked my students to keep a*reading journal, making two entries
of three pages or more twice a week, which allowed me as a realler
and as a teacher to share in those cognitive processes [ was encourag-
ing. In my initial invitatian to them I said,

When I ask you to read Zen 1 am asking thal, you have an
~experience.. | am asking that you ride across the country with
Robert Pirsig, that you see the red-winged blackbirds in South
Dakota, that you climb a mountain in Montana, that you cruise a .
freeway in California wine country. I am:aso asking-that you .
consider whay Pirsig says, that you risk thinking and feeling as he
thinks and feels, or maybe the greater risk, that you think and feel
differently .

‘1 cautioned ‘them not to tell me just what happened in the book, or to -

write a book report, unless they were so confused in their reading that
retelling the story to me and o themselves would help clear it up. I
wanted them simply to talk to me on paper about their thoughts and
feelings as they were reading the book. I promised them that I would
fespond in writing to one of - thelr two entries cach week. Then; if they
warted, they could rvsp(md to my résponses the followmg wee

‘There are several practical reasons underlying this schqdule of

-entries An{xcsponses [ felt that only one entry a week would fiot keep

their attentidn focused on the book long enough to engage them fully
in the cognitive processes | was hoping for. More than two entries,
however, would overwhelm me. [ decided upon-the three-page length
of each entry for simildr reasons. (Some students fron‘ the beginning
handed in entries up to six pages long.) 1 (hose to respond at.least

- once a week because if students didr become Involved in the reading,

they would need some form of feedback—if nothmg gelse. mny
acknowledgment of what they'd told me. Yet I didn't want them to
adopt me as the arbiter of those thoughts. One response was enough
to guide but not determine their thinking. Einally, I offered them the
opportunity to “talk back” to me with one of the followmg week's

-~ entries. I wanted to give them the chance to rethink and fufjger

develop their ideas as well as to experience writing about réading as a
sharing dialogue between themselves and a teacher. =

Many of the students were confused at first and asked, “'Is there a
particular way you want these papers written? "' or-“What da you think
Lshould write about? "’ or even *'How are you going to know if I read
the book? " "TI'hese questions impressed upon me again how limited

‘their undcrstandmg of reading and wntmg about reading really was.

Rmdmg, at It-asl in-school, had been a “task’ to perform under the
examining eye of gy teac ‘he¥. Then once they tried to “say what the
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they were judged, defined as either a “good” reader and writer or
h.ul reader and writer. But now 1 was changmg the (-xpen('nu' ‘
.mcl its newness was threatening. o

»

Focusing on One Student

-

s, Mal 7 second-semester fu‘slim.m on a tennis
pardcularly reluctant 10 begm her Journ‘nl We had
iferences in my office trying to hgur(' out the probl('m.

ne that she was reading Zen and’had several things-to

Each titne she left my office, she promised that tomorrow,

“for sure,” 1 would receive her first entry. Lomorrow always came,

but not Mallory's entry. Fin: Wy, after nearly three weeks, I told her

how worrted T was becoming. If she waited much longer she would be
hop( ‘lessly behind. In her first entry lh(' next day she wrote in response {
to l’nslg s discussion of technology:

One of my studer

two or three ¢
It was clear o
say about if.

., a
W henever Tind mys(-ll g('mng sluﬂy about how tec hnology has
T wade our world so plastic . .. I make myself think of éxactly how.
terrible it mst be o beml(l ... all winter with no relief: . . . It's
ciasy o gluri[y the carly (I.nys when men and women “taned the
/‘ wilderness” ... like in all the books and movies. But we never
- kiiow the sull( rings of these p('()pl(' .1 think Pirsig has the
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answer for me—igs okay 1o reject some ()[ the things that tech-
nology brings about and lry to get .lepg without i, bul 1 sull
have:to appreciate it and relate (o it e

Mallory, still thinkinig of me as her examiner and anticipating how

she ('xp((w(l e 1o respond, wrote at the end of this first entry:

\
There's good thought in shis, but you get quite a-ways from lh(‘

b()()k—~—~y()u seem to ramble a lo, just restating the same jdeas, I'd
like to ' have a more concrete ided of what you think about the
book. You scemn to be really interested in the ideas you feovered].
. They could be polished up some il you want to write further
con lhv subjects, '

I liken this first entry 1o the “talk” James Britton et al. refer 1o in
The Develgpment of Writing Abilities (11-18):

* .
It is probable that of all the ihings teachers are now doing 0
make their pupils’ approach to writing more stimulating, and the
writing itsell seein g anore integral part of the manifold activities
_of the ¢lassroom, it s the enc uurflg(‘m('m of differem km(ls of talk
“which is the commonest and inost-productive factor. Talk is more

exXpressive . t}n relies on an immiediate link with listeners. . .
/ ‘ . | ‘ _ .
. rey
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. {and these] (-Ehanges of conversation allow mai:\ings to goon o

- a} once—exploration, clarification, shared interpretation, insight. o
into differences of opinion, illustration and anecdote, explanation C
by gesture, expression of doubt; and if something is not clear you '
can go on until it is. Whether or not the mind is partly engaged s
in thinking abouvahat may be written-la;er, there’s a good chance '
that_the incubation . . . of the writing is given a boost, by the
wndemng of the consciousness if by nothing elsk 3

Britton et al. are here referring to‘blassroom talk and its 1mportancc as ¥
a way of permitting students to try out their thoughts before, they
begin to write. I hoped that by extending this notion of classroom-
talk to talking on paper in a-journal, I would encourage a similar
kind of exploratory reading.

‘Mallory’s first entry was a bit shallow and, as she herself pointed
out, rambling, but what she had done was not wrong. Just Yhe,
opposite—it was exactly right. In-these journal'entries I hoped that
Mallory, along with all my students, would “talk’’ to me as they read

° *  Zen. At the same time, | encouraged them, through my comments, to ;
understand reading as an involving experience, an authentic and
personal experience like any other. Quotfng hcr own editorial remark,

I wrote back to Mallory: : _ , g
' Fhere is "good thought in this,” Mallory, and you stay quite close : .
to the book. In fact, without the book you probably wouldn’'t
have writen about the ldeas you did- . .

‘ .~ I showed Mallory just what I was referring to when I borrowed her
phrase “good thought” in the excerpt about technology. I bracketed _
hér talk about technology, and in the adjoining margm I asked her

_ somc very specili¢ quesu'ns about what she had to say:
o : What are some of-the things technology malees available o you y

that you have decided to do without?
Why have you decided to do without them?
Also, what things can you appreciategor relate to? And why?

" With these questions I was trying to lead her from the kind of talking
apparent i her first journal entry toward a more . detailed and
developed consigleration of her concerns. 1 was trying to ‘show her
where she, as a reader, might be better able to think about what Pirsig

* . .said by more fully understanding her own thoughts about technology. .
- "At the same time, 1 wanted her to. see whére she, ag a-writer, could

expand what she had said o give more specific information about her

own cxperience with technology. I think it is important to note here

that I was neither trying to get Mallory to go back to Pirsig’s

Chautautjua on technoelogy and do a careful analytical reading, nor'to

. ' ' : . ' ' ) ".- - f 3
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expand this particular journal entry into careful, analytical writing. |
was simply showing her what indeed represented “good thought" and
suggesting how she might further develop it .

Mallory did not choose to respond directly to my questions, but she
began to do what I had asked with other topics current in her readl.ﬁg
of Zen (and with regularity, I might add). In a later jourmal entry, for ..
example, she struggled to dlstmgulsh Pirsig’s notion of ‘quality” from

. something he calls “good.” She wrote,

_ I think I'm a’'quality tennis player, but I dan’t consider myself a
. good player. I have too many shortcomings. My quality comes in
that I'm quick, I have good racket control, good touch, and have
- a very wide range of shot selecuon‘ I can hit almost any kind of
spin. I think most of these characteristics would constitute criteria
for a quality player. However, 1 honestly don’t think I'ma good
player. My mental game isn't tough enough. I do really dumb
things sometimes (like get real mad). I don’t use the assets that
' make me a quality player. N

On the other hand, I don’t think Chns Evert-Lloyd is a qua[ny\
player, but she’s definitely good. She doesn’t have a well-rounded-
game, she can only play one style, and there are severad kinds ol -
shots she can’t hit effectively. But she’s a good: player .
~unbeatable most of the time. . . . I guess I'm really refernng to
- performance with these exdmples It doesn’t seem that the level of
serformance—which is what people usually go by in deciding
whether or not somethmg is good--has necessarily to (dmude
with . . . quality. . o '

Here Mallory is accomplishing more than "talking’’ about ideas. She
is using references fogused on the details of her own experience to -
understand  Pirsig’s highly abstract concepts. In this excerpr she
successfully distinguishes the ideas of * qudhty and "good” by first
bringing her experience to her reading of Pirsig, articulating and
exploring how that experience suggests quality and good differ, and
finally introducing an abstract notion of her own, that of performance,
to represent their difference. Clearly Mallory does not fully understand
this concept of performance that she has introduced. Yet I could see
her cognitive processes of (onstructing'l’irsig’s ideas for herself and
integraling those 'ideas with her own experiences, In my response o
this journal entry I was careful to draw her attention to-this cxccrpt-—-
explaining to her how it was certainly acceptable discourse and how,
with some editing, it could hecome a perceptive, well-crafted essay. I
suggested she might tell me more about her notion of performance

' and how it helped her disginguish between quality and, good. 1 did

. ‘not respond with questions hecause none were necessary. lhls excerpt

- Was essentially a (ompleu-d piece. R é
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At this point Mallory -was not just “talking,” exploring  her

_--thoughts by simply speaking them. She was moéving from lmpulswe

thmkmg to reflt-cuve thought. James Moﬂeu describes it best:

"The primary dimension of growth seems to be a' movement from ?
the' center of the self outward, Or perhaps it is more accurate o
say that the self enlarges, assxmllaung\lhe world to itself and:
ac (‘()mmoddlmg usell to the world. .

As a reader Mallory was extending herself beyond the wext in her
suuggle to assimilate and integrate the new concepts she was receiving
with those concepts she already possessed. Journal writing provided
her with both the dralogic context for that extension as well as the
oppertunity to sce and become aware of -the analytical reddmg,
writing, and thinking that she was doing. : o

- Whart* Mallory had: not yet accomplished as a writer was a smgle,
wholc, ‘ontrolled ’?)wu_e of analytical discourse. And if I continue to
assume that Mallory’s journal writing was suggestive of her reading
abilities, then neither had she, as a Teader, completely “thought
through' some aspects of her reading of Zen. Up to this ume, after
seven-weeks of reading and journal writing, vnr(ually all my responses
to Mallory, as to all my students, were attempts to show her what
she was doing. But not one of my stiidents experiencéd a ‘md', neat,
linear progression of their reading or writing abilities. ''hey were not
consistently writing carefully shaped, analytical pi'c(‘('s in later entries.
Therg are several reasons why this occurred; one was that their writ-
ing reflected how involved they were with lh[ar reading of Zen during
that particular week. Because of this, 1 felt it was important thal

" Mallory and the others attempt o pull together what they had-been '

shown and now shnw me what they had Icarned. Moffett suggests that

" the

control of behavior [in this case, the expression of their reading
and writing Ahllmes] becomes possible only as awareness of these -,
abstractions arises. Inshort, increased conseiousness of abstrac ting
has as much 10 do with developmenlal growth as has progression

S up the .IIPA.N tion latder. I believe that growth along one dimen-
sion fostérs growth along the other.? .

¢
[ wanted.to see how aware they were, how conscious they*were of their
own abilities, ang if indeed they could focus those abiditics upon the
production of a complete readmg and controlled expression of that .
reading. o
. [
At the beginning of the cighth week I gave a new invitation to my
stidents:

t
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Earlier this semester when I asked you to read Zen, 1 asked that
you have an experience. I hope that you have had several and that
those experiences have been both vital and personal. In this
»  invitation to write [ want you to tell me, show me, one experience
tn particular. . . . I hopeythat you will use an idea that Pirsig
explores, or an experience that Pirsig has, or a scene that Pirsig
offets to illustrate your own experience for me.

1 “‘response-ability,”
ea\ding of Zen—if

I was asking my students to demonstrate how n
as Sht-rman..P_i; Al calls it, they had gained i t
they had indeed-met the text “openly, ready and 1g to be changed
by it, to come to know it for what it is and res to it.”’¢ Mallory

. began her final picce by telling me of her mebting with Zen, what she
had finally c6me to know of it, and how sheresponded to it

When I began-reading Zen, I remember being kind of freaked-out

thag Lwas so much like John and Sylvia. I knew right away that I

waFnrromantic in Pirsig’s view because I often feel “alienated
~ from the whole rationalized structure of civilized life, looking for ~
. a solution outside that structure, but finding none that are really
i satisfactory for long.” I really enjoy thinking, but'l don't like
numbers and facts much.-. . , I steer clear of chemistry and math’
... they clutter my mind, but I get into arc and literature becatse -
they represent freedom and ereativity to me, as they did to John
and Sylvia, . : .

*

Going on, she observed:
Belore reading Zen 1 was aware of , . . “left;brain” and "right-
brain™ people. . .. However I never realized that this split was as
profound as Pirsig makes it. . . . its the artists vs. the scicnusts . . .
but as I apply it to my world its also the “believers” vs. the
“analyzers™ . 1he “casy-going” vs. the “regimented”, . . . Therg,
have been sePerat times now that I have been able 1o say . .. "Hey
this sityation ... can he defined in Pirsig's theory of 1he
romantic classic split.” ‘The most recent event [like this} occurred
when decided to take a personalityyest.

Mallory's personal response to her meeting with Zen was apparent in

the picture she painted of herself, uging the details of Zen as her paint.

She, like John and Sylvia, was a “romantic.” (Notice how well Mallory

© . interpolated a quotation from the book into her sentence~—-no mean

accomplishment.) She went on o suggest what being a romantic meant .

‘to-her—a left-brained belicver, an easy-going artist. How much she had

come to know Zep for what it is and responded to it is clear in her.

_ adticulation .of llw( romantic/classic split, af well as the extension ‘

~ sthrough application of that split info her own world. She further
extended her understanding as ‘'she coptinued: '

e 38
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On a recent trip, one of the girls, Kemi, pulled out a personality
test that she was supposed to be.taking. I like these tests because 1
learn about myself. . [Bul] even with the first few questions, I -
could see it dividing peoplr inio thoye with spontaneous;. léelmg,
personalities or thos¢ with more exacting, “factual ones—that is, ..
“romantics and classics. By Plrs;g s idea of the division between™ -,
classics and- romantics, néarly all the questions had. only two
answers, implying that I was either one type or the other—with no -
middle ground. . . . I was-aware of this Yunderlying form" of the )
test that llluslrdled Plrsng 8 romdnm/(lassm lheory nghl away '

- The understandmg of ‘‘response-ability” tha Paul suggests foc uses

e

“mainly on whal readers bring to their comprehensnon of a text, yet in .

Mallory's writing I saw evidence of ahother kind of response- -ability
developed througly reading and journal writing—the kind that en-
courages readers and writers to use’whas they have learned to respond.
to the world around them. If lWllory had not understood what she
had ‘read, if she had not been able to talk or write through that

understandirig, she would not hidve been able to extend and include in

that understandmg the "underlying form"" of this personality test. Not
only was I sure -that Mallory was using the reading abilities— <
responsiveness, perception, analysis—~that I hoped she as reader would
dcwlop. but she was using similar abilities as a writer ‘and, maybe
most signific ant, as a thmker engaged in underslandmg the world
around her.- N ~
There is still, however, higher awareness, for which all the read-

T ing, writing, and lhmkmg become a means, still another kind- of.

respohse-ability, Pdul(l.ums that in reading and journal writing,

not only does ong, lma’lly. discover a voice and a form (ongenml
" 1o one's mllmale way of lhmkmg. onc discovers in persispent
lhcmes (nm.lg('. lde.;s concerns) one’s very sell.?

_ Mallory secm((l lo discover. thns in her wmmg She (omlutled her

papor S _ ' >

1 '

~In both [Zen and the tesl] . however, an attempt is made to
bridge the gap between lhe lwo types. . . . The formulations of

* the test did offer a unifying solution, T hey go through a process
of explaining how certain traits of the two types allow each other
‘to”“compliment the other. . .: Hence the, test formulators and

~ Pirsig come together on another important point. Pirsig also goes’

* through a long process—his search for qudlily . He proposed: .-
'_lhal it is_quality ghat binds the opposing lypes. classics and
romantics. . . . Healso goes on to say that it takes some kin
system “of values to determine qualny} . This is where 7«nl:]|:x\
the test ‘coincide. They both~recognize thal in order for the con:
Jlicting types . . . 10 be reconciled, thty m\gsl have something in -
common that lhey both dppreuale-uvalues . | believe [we] have

Y . v
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4 tendency toward good things. We value goodness and seek it
wherever it is. With this as a value, we will have to cross the line
- between the two types in order to get the best of’ both worlds. We
may still be predominantly one type or the other,.but we will
‘glg'a'r’e_ the traits [so that we] have complete and balanced personal-
\ - les. . . ’ . s

_Fliere can be littlé doubt that Malloty had discovered, in.her wriging
about the persistent themes of Zen, if not her “very self,” then atleast
thosé particular values that for now support her u_'riderstandih'g«.?bf the
world, Mallory realized thdt both romantic and classic “types” are
searching for good in the world, and if in that search they share what
is- good in themselves—their quality—they may indeed complement

one another, They may be able to help themselves and others “have’

complete and baldnced personalities.” As a person, I.was gratified to

. hear another person exp¥ess such values, As a teacher of reading, I

was impressed with the deggee to which Malloy’s reading of Zen had
_affected her awareness of herself and the immediacy with Which she

had heard and respdnded to what Pirsig had to séy. -4
.Assessing the Success of the Course

:

; S P
S ~ H TR .
. Mallory’s development of her <}wn “‘response-abilities” was typical of
ailed some students. A few were never -

.the'class. Still, this pedagggy
able to reagy or write for themselves, They were always trying to

Ty

perform, A Yew dutifully reported in their entries only what wasy '

happening in the book. Those same few persistently asked if they were

responding in the “right”’ ways or not. Interestingly, they would often

ask me this without having read'my comments in their journals. And -

it was-those same few who weauld, in class discussion, demand that, I
divulge what Zen was really about: tell the secret and the hidder)
- teaning. Thyy were unwilling Yo accept, in spite of several con-
ferences, thagto be a response-able reader, they had to be responsible
for working toward their owh understanding. If. those few stildents
had risked responding with their own thoughts and feelings, as I had
asked in the opening invitatign, they would have stopped performing
and begun to discoves, in F%he. voice and in the expressive form
apparent in their journals, their own intimate way of thinking. They
would have been able to tell themselves the secret and the hiddgn
meaning of Zem o o . . '
* More numerous were those students who were unable o think
abgut Pirsig's Chautauquas and the concepts he presented there as
wbly as Mallory thad. Their journal entries {ocused chiefly on the

narrative ‘of the bpok. One student in particular wrote a very

L
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)\t('r(-sth)g final paper analyzing—-l’irﬁgﬁs relatonship with his.son,

Chris, and how: that relationship was stinilar to and different frpm her
own relationship with her father. Initially T was disappointz}]suu(

these students had not written more about the Chautaugaus. Then I

realized that the ideas and relations of ideas that they did recognize

. were just as complicated and involved the same reading, wrmng. and

thinking abilities as did the C hautauquas.

Even given these problems, the stgelents for ‘th¢ most part realized:

the goals 1 had set for them. Jheir [t.ldlllg of-Zen had hardly been a
routine of scanning and selecting the necessary information for a test.
Often during class discussions they asked me about Pirsig—did I know
him, had these things really happened, and where was he now. Several

students (ompl.nt\cd that they had to read and thert reread everything..

When 1 questioned them about why they were rereading so- much
(sipce 1 had said nothing about rereading), they answered that they
really didn’t mind; besides, they needed to if they were going to

understand a “thinker” like Pirsig. 'The clearest indication, however,”

of their involvement with Zen was how much of themselves they

brought to their journal entries. Like Mallory when she ‘used her
experience as a tennis player in her struggle to distinguish- Pirsig’s
idca of "good™ and "quality,” another student told of her experience

as part of the McDonald's restaurant chain to support Pirsig’s netion.

of a system. And another argyed with Pirsig, claiming, that grades

were a necessary part of education. She tised as cvndm*;c her own

experience as a student in both graded and ungraded courses.
Whether or not my ‘students developed the perceptive abilities that

college<level reading demands is \somell)mg that, after all, is very.

difficult to determine in any quantitative’ way. Discrete skills can and
should be tested so that students with particujar problems can be
ideritified and helped. However, teachers and students of reading often

confuse being able o read, something that le.{ts can discover, with

being an able réader, something that we still know very little about.

md therefore cannot test reliably. : ., ,
In my approach to teaching reading, 1 .nssumcd that iny sludonts

_ were able to read, but that they needed help be¢goming able readers. |
“sclected a particular kind of book and asked that they respond to that. .

book in a particular way. My window, as it weke, into their develop-
ment was the reading journal. The respones, perceptions, :and
analyses presented there allowed me to follow find guide their devel-
opment as readers and writers. The fipal papgr I asked students to
write was an invitation'to tell e, to show me, hat they had learned
generally and specifically about reading and writing. Mallory's re-

e 2 |
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sponse again, I think, is typical of most of the students, About what
she learned generally she said:

I see all these ideas of Pirsig's as being pretty fundamental
~although as he says, ity often, the most obvious ideas that we are

_ “most blind to. I think they are ideas that I was gradually for-

. mulating on‘my own, but I don't know that 1 would ever have
gouen them as-refined as they are now. .. . they have helped shape
my perspective and the new ideas 'encounter in theé' future will be
filtered through ths perspective and 1 will determine where they
fit, or if they do fit, within my own special view of life,

She then commented on what she had leaied about reading:

I now appreciate reading more. .. . 1 know now that 1 have o
involve mysell in the reading, apply it o mysell, for it o, be
helpltul. Lots of times now while reading my psychology 'l stop
. and ny to see how itis that T utilize the theories they put forth —if.
] ) I really interact the way they say 1 do. . .. Before | thought of -

wexts as just coming from some campater or something, but now

I can feel the authors in the books and I look for times that some
. type of personality shows through.

“Finally, in 1espoosg u’ what she had learned as a writer, she wrote;

I think the biggest change of all is the way I see writing now. |
g « enjoyed writing in high school . .. [it] was very planned, almost
. ©regimented—outlines; a certain structure, punctuiation, grammar,
vocabulary. I still believe in these a lot. . . . But now that 1 ook
at it—this mustn’vhe writing at all—its learning to plug my ideas
indo someone else’s formula. This must be why I've gotten into
the journals so much. Its great to let my mind go and write it all
down. ;.. Feel free o wiite unul I'm adked out on a subject—I
don’tfiave 1o follow a set outline, and you're right abour writing
helpib someone o think through a subject. . .. 1 think my
~wrining has improved oo, ., . At the very beginning when I wrote
those first papets [in the course], T can see that 1 was ‘writing
generalizations. . .. Then, as we got into Zen, 1 started nsing the 0
™ book as a springboard for my ideas. 1 gave my opinion, but was
cateful 1o give evidenee for it .. T know 've learned wons in this
class. T has reatly been an experienge for me. Unlike other classes
where I'm fed in((\mmniml. [ feel like 1 actually grew in this class,

As a teacher, Tacmally gréw in this class too. 1 found my approach
to waching redding very demanding. Mallory's journal wis Bpproxi-
mately sixty pages long--the range of jaurnal lengths for the class
was ‘from forty-five 10 wtarly seventy-five Ppges. The time 1 spent
rvﬂng was substantial. Yet I noticed that as the semester progressed,

. theSstudents needed less and less direction from me--bricf responses

\ and suggestions were all they really nc(rdcqbé)\r wanged, After all, most

X
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of them felt very good about presenting what they had to say the way
they. wanted to say it. With (fai‘er classes 1 often felt as i I were
“correcting,” even though I have never given grades as responses (o
particular invitations-to write. In this class my experience, changed
completely. 1 became ‘involved in the students’ joufnals in the same
way they were involved with Zen. The journgls” became for me a
significant learning experience, arid my respo
engaged and interested reader.

One course does not magically cregu€anpble reader, and I certainly
want to-make no such claim for the<ourse Rve just described. Yet, one
course can, I think, get stidents started\in a direction that is,
potentially at least, more productive than othexg, Beyond my course, |
hope that my students were eventually able to conense the rcs[ionding
process, which extefided over eight weeks in our class, and apply it in
their other glasses. I hope that they were able to develop the kind of
flexibilityeeded to read a novel or sociology experiment or biology
textbook ‘and still continue to bring themselves and their experiences
to their reading. 1 hope that as théy developed as readers and writers,
they developed as thinkers too. And, finally, | hape that all of them
were able, as was Mallory, to take pride in thelr own special view of

life.”

Notes : . - : : .
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College literature teachers usually think that the least (tHey can expect
their students 1o bé able to do on the first day of class is rhad. What we
often don't realize is just how different and how cognitively more
_ complicated the reading of literature is. To appreciate literature fully,
. students must become closer readers than they’ve ever been before—on
“* the one hand more minutely sensitive to the beauty of language
; masterfully used, but at the same time more broadly conscious of the
cultural traditions and historical circumstances in which any work of
art dwells. The task is so complex that it ' makes many- ptudents feel - f
like they're learning to read all over again, no m.mer ‘what their '
reading bac kgmund? are. We're not just teaching them what there is
to know about a specific work or a particular author; we'ye also
teaching themn a way of looking at they text, a process of thinking .
about it._.In the fullest sense of the term, we are reading teachers, o
At some point most of us ask our students to write about what they
read, but the traditional role that student writing has played in college
literature classes isssmall. Most teachers assign a few limited, formal
papers or essay questions on exams and respond only through their
evigluation of the finished wring. Perhaps we too need to learn more
about reading, about how to bring to our"h(udems writing some of
the patience and open-ended inquisitiveness we'habitually use when -
we read our literary-texts. We need to examine our students’ writing
periodically, since their writing can give us a more thorough under-
standing of how well they are reaﬁmg _ >~
I askedystudents in twa literatfire courses to write to me ex(enswely
before, while, and after they read assigned texts. Because any liberal
~ arts sophomore at the University of lowa can choose literature courses
to fullill general education requirements, I knew I might find quite a
range of reading abilities among my students. In our Writing Lab 1
had known one studént who, despite passing both freshman courses,
" still had read so little that he believed we were giving him asnew book

“
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when we tfaded a paperback version of the novel he was reading for
the hardbotind library copy he’d been using. For this young'man, a -
“text was simply a_material object, something he couldn’t imagine
being replicated in dlﬂerenl sizes or typefaces. He was, of course, an
. extreme case. Far mof€ common are the numerows students I've met -
. e . Who'may know that a book can come in dlf[erent covers but who have
so little awareness of literary forms that they call anything in print a
“story,” be it poetry, essays, dramay or novel. This blurring of terms
. indicates, | suspect, a serious lack of reading experience and may be
the source of their confusion about such literary techniques as persona »
" orirony or even their unwitting plagiarism when they're asked to
write critical reports using sccondary materials. On the other hand, I
have also seen studenis wha read as much Shakespeare in high school
as most undergraduate English majors study in college, but who were
* convinced by some well-intentioned Gradgrind that there. is one and
= only one "right way" to aj¥meciate “great works of art.!’ ‘These stu-
- dents are often expert plot sumpnarizers but are reluctant to think
beyond the safest literal meaning of a text. Any or all of these sorts of-
readers can typically be found in the two courses I taught, an intro-
. ductory literature class in whuh studenits read poetry, drama, and
fiction, and an Ameérican Lives course that (overed American bio-
¢ kraphical and autobiographical works.

The Reading Survey e | .

‘T'o find out exactly what-combinations of these and other levels of
reading experience my students had, 1 began each course with a
reading survey. 1 tried to make thelsurvey a natural continuation of

inttoductions on the first day of class. After checking the roll and

inviting everyone to tell the grdup a little about themselves, 1 told the

“class that 1 wished I could talR to each of thém individually about
their reading backgrounds so thdt I could use what they already knew

or did not know about literature §n gy plans for the course. But since

there wasn't time to hold so many conferences before 1 drew up a

schedule, 1 wanted them instead to,spend a half hour or 5o of that first

: class ‘meeting telling me on paper about their previous experience with
‘ @ books. I listed some questions on t‘hc board to get students thinking

- abogpt Im'r.mm' \ b,

What previous experience with littrature have you had? Did you '
: _ stady.it4n high school? What n(m\ls or'plays or poctry or-short ‘
" stories did you read then, if any?

’

Q
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o
Have you ever tead anything that made a great impression on
.youlIf so, whit was it? Why do you think it appealed to you so?

What do you think “literature” is> What, if anything, do you
think makes it different from other kinds of writing?

1 tried t0 emphasize in this request that I wanted to read what th'e§

students had to say, that I needed this information in planning the'
reading selections. I also tried to make clear that I was not going to

.read this writing with a red pen poised to circle every mechanical

error, In the short tire t}?v had to’write, it would be difficult for
almost anyone to write perfectly correct prose. Instead, what mattered
to me was how mnuch thédy could tell me about their backgrounds, the
titles and names o\:nth({;s they could remeimber, and the attitudes
toward readlng they cbuld recall. ‘ :

By emphasizing my interest in what the studenls had to say, I was
lrymg to encourage them to think of me as an audience with whom
they had a common interest, not as an adversary who was only looking
for mistakes. As a writing teacher, I knew that students usually write
better, using more detail ‘and less stilted language and making fewer
mechanical errors, when they are saying something important to a
person who is genuinely interested in what they have to say. They do
their worst writing for a reader they think of as merely an examiner,
someone who already knows. the answers and reads only to correct.
From the start, T wanted my students to know that | would take what
they said seriously. By doing so, | hoped tv give them a chance to
write as well.as they possibly could and to begin, the honest dialogue
with ‘me about their reading that would continue in all the other
writing they would do in the course.

Somg teachers would call this first-day fequest a ‘‘diagnostic”
writing. It's true that when [ spotted someone who could not write .
more than, three or four lines in half an hour or whose writing had
many, consistént errors, I wanted to see more of their writing quickly
to decidg if they needed extra help in the Writing Lab. But "diagnos-
ang"” th(-'ép problems was not the prllnary reason for the survey. Its
main purgp;e was indeed to “survey” my classes—to get the “lay of
the land” and learn my students’ past experience with hteralure—-so -
that I could nake better plans for the two courses.

I was so qn\xmus for this information that I found myself steallng'_
minutes away from my other work to glan(e through these surveys
right after I'dfeollected them. As I read, suddenly the vague mass of
faces becamie Stufded with individual pérsonalities—the student who

_vividly recalled following Jean Valjean through the sewers of Paris,

the student who w;\{é'nnco declared dyslexic, the several who had hatgd

.
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the p(x'try they had to read in hlgh school but who dlso confessed o
scribbling verses from time to time themselves. After scanning -the
stack, I went back and considered the surveys more slowly, pausmg to
write commertts, almost always questions, in the margins. “What was
it about that book that-‘grabbed’ you?', “What were you reading in
tenth grade that made you realize that ‘a book could be ias much fiin-
-.as a basketball ' At the end of each person’s survey I wrote a brief
closmg comment, thanking each writer for what they'd told me. I

. wanted to show them from the beginning that I really read what they
wrote so they'd be more wnllmg to “ﬁalk” to me when they began’
writing their reading journals,” - - '

t

$ The Reading Journals .
After reading the surveys, I. made upu syllabus to hanm on the
second day of class. I had already chosen the entries on the reading list
50 that books could be ordered beforehand, but I was able to make
last-minute adjustments in the scheduling of topics and in the order-
ing of our class discyssions op the basis of what studefts wrofe i in the
surveys, I spent most of the second tlass period explaining the schedule
and how students were to write about éach readmg assignment in
their reading ‘journals. These jdurnals provided a ‘means for éach’
student to discuss her or his readmg with me individually. Like the
- surveys, these were not mten,ded to be polished, products but, rather,
exploratory writing in which they told ine .what questions they had,
- ‘'what they liked or disliked, or what had stood out for them in what
' they had read. If they ran acrots unfamiliar ®ords or references, the '
~_jyournal was the place to ask m# about such things. If they thought of
questions they'd like their cldssmdtes to discuss, they could make
suggestions in the journal. If the reading was so difficult for 1 em o
understand that just figuring put what happened was a majdr task,
then they could tell me in the journal what they'd deciphe and e
why it had been so difficult. But I made it clear that these journals
were meant to be more than mere plot summaries, As a Wrmng Lab .
teacher, I'd seen students dash off a single empty paragraph for other’ v
teachers’ journal assignments, and I antetl. my students to understand _
that I expected more of them. I would plan diggussions around what ¥
they wrote to me in their journals, sosthey needed to tell me as much
as they,could. In order to have-a little time to look over their journals
and make plans, I asked students to turn in these writings at least a . !
day beforc- the class discussed the reading, and I taped an envelope on

. _ S
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my office door for’ this purpose. I told them I might.read portions of
_ someone’s journal as a way of starting discussion and asked them to
inform ‘me if they had written something they wished to keep private.
Tbe first reading ]ournal entries handed in by both classes were
4 much the same—too short and general.'I had to comment on them
carefully and turn them back for revision. Some of the introductory -
literature students' reactions to their first assigned poem- provide a
| good sample of their carly journal-writing probleis. I had asked them .
to read Marianne Moowe's “'Poetry” because it recognizes the resistance
that many people feel toward poetry, *a ‘resistance that we almost °

always find in introductory luerature courses. Sherri's response to the

poem was typical: :

»
el . Asa rule [ hate poetry; But after readmg this poem a second time
I have to admit I agree with what is being said. I especially like
the expression; “the same thing can be said for all of us, that we
do not admire what we cannot understand.” This is true for me.

_ VI'his was Sherti’s entire response to the poem—only three sentences.
But in those sentences she had expressed a definite opinion and singled
out the line that evoked it, the beginning of analysis. To challenge -
her to explain the significance of the line that caught her attention, |
_wrote right after her response the question “How exactly is this true
for you—what's another example of a time you haven't admired
something because you didn't understand it?”" Another student, Janet, -

" had a similar reaction to the poem: -

I especially liked this poem because I myself do not really like
poetry. I think it is kind of useless. This poem was very under-
" standable, though, unlike some of the other pieces I have read.
’ ‘T'he one part of the poem that I really liked was when it said
“the same thmg can be said for all of us, that we do not admire
- what we can't understand.” I think that really has meaning. |
think that js true because people do not admire things they don't
% understand because l‘ry don’t know what to adrmire about it.
2 I thought the: whole poem had real underlying meaning even
" though it may not be apparent until you read it several times.

Janet had written a longer entry than Sherri but still hardly said much,

so I tried to encdurage her to explore the implications of her statement

" by recalling a personal experience. “What's an example of this that

you've seen in ‘real life'?’" I asked in the margin of herpaper, hoping

that when she compared Moore's abstract statement to a particular

event shé’d have more (0 say. Theé response of a third student, Rusty,

v demonstrated a different sort of problem,ialso typical. All he had to
: say about his reading was '
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I think it n ithout Poetry, why else name it ' Poetry”,
§ can’t figuré it out, but what I know about poelry*you can fill a -
- Yhimble,

: A
~+ The length 0[ his response indicated to me that he .probdbly wasn’t

trying very hard to understand what he'd read, but his final derogatory
remark about himself also gave me a hint -as to why he gave up so
-<casily. He was telling me that he didn’t think himself capable of
reading ""Poetry” and that he wasn’t ready even to try. I tried to let
him know I was there to’help him start by asking simply, “What
exactly do you not understand in the poem? Where do you first start
getting lost and why?"™ :

When I handed back the firstjournals the next day, 1 told the
students in cach class that 1 knew this was unfamiliar writing for
most of -them, that lh(-y Wwere probably used to teachers who only

wanted finished papers that were very [d¢ u§edmnd correct. Instead, 1 )

was asking them to let me in on their reading pm(css much earlier,
when they were thihking, I hoped, about many ideas, some of which
they tight later decide were wrong. But just because my request was

Aess formal than most teachers’ dldx)\t mean that I wanted them 1o -

take it casually. ‘They could tell me_ anything in their journals as long
as they thoroughly showed me where they got their ideas. In what
words of the poem, lines of the play, or pages. of the, novel did they

find the ideas they were thinking about? What had they seen of Chc
world that made them.notice those things? The more (arcfully they
could trace what they had gotten out of their reading, the better they
cquld show me what we needed to talk about in class. But just telling
them what todo didn't immediately produce the entries I wanted. We
had to go through the process of questioning and- response several‘
times. before the majority of the class understood what I wanted.

Most of my comments on these first journal entries were very
specific questions placed in the margins to show my students exactly
where they could tell me more. Sometimes my questions ‘asked them
to'tell me more about themselves, or were designed to encourage them
to make comparisons between what they already knew and what they
had read so that they could judge the reading more criically, “Why
"do\you find Bradstreet’s expression of sorrow over death so realistic? "

I asked one young man and promptly received an account of how he
felt wherta close friend died of cancer. It was not hard for him to turn
that early narrative into an expanded analysis of Bradstreet's religious
“questioning later in‘the course. Other times my comments asked for
more documentation. “What. lines or words in the poem confused
you?" I might ask when someone plea(led total ignorance. Or if they

.
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tossed off an airy generalization, I might write something like “What

. did the grandmother in ‘A Good Man Is Hard to-Find’ do that made -
. you think she was H§pocritical in the end? " Sometimes 1 asked for the
why of a situation, as in “Why does the last line of Hughes's poem
sound so different to you? Does it make you go back and read the rest
of the poem any differently?” On the first JourndL wnungs I usually
-wrote at least three or faur substantal questions in the margins to
show students several places where they could tell me more. Once the
students had a clearer idea of just how specific they could be without
“horing’’ me, they needed fewer.comments. As the course progressed, |
usually wrote only one or two questions that suggested a new way of
looking at something they'd written about, such as, “Do you see any
similarities in the way Franklin talks .:bout kccpmg account of hls .
‘moral life and hl‘Il)USlll(‘SS transactions? "

In-Class Writing .
¢ ) . A B

 Occasifally, the journal engries would tell me that almost everyone
in the class was having (rm&c reading a book. At such times I found '

in-class writing uscful. ‘Thoreau’s Walden is a good example. Most of

¢ the students in my American Lives class dutifully tried to wade
through its carly chapters, noting in their journals each word they .

didnt undcrstdnd or cach reference that baffled them, until most of )
them bogged down in disgust for this “'selfish hermit.”” To help them
reach a better understanding of Thoreau, 1 began class by handing
. out a paper listing the following questions: :

Do you have a Walden?
‘Think of a place in natuge that you like to go to,
a place you've been 10 many times, '
. . in different scasons, '
¢ . at different times 6 the day.

Describe it for us, let us see the place as you do.
Do you visit it alone or are you always with someone? -
What exactly do you look at—look for—each time? ‘
Why do you kéep returning?
How has it changed in your eyes over the ycdrs?

Wh i, if anything, has this pl.u(' taught you over time?

. I asked students to think ul?ul these uestigns for a while and then to
write about them in class Yor half an haur, or so. Bécause the class
period was seventy-five minutes long, we hadgtime to read a few of the
responses aloud. As the students read their writings and questioned
cach /()(h('l‘. I gradually began asking them 1o compare the places they'd

\
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described to what Thoreau said about Walden Pond. By the tinte I got
the second batch of journal writings on Walden, most of the students

weye beginning to appreciate Thoreau’s ideas more. In fact, a few of _

these in-class writings were sach well-conceived gtarts that I en.
couraged the writers to dévélop their comparisons in rhore-finished
papers. . - ‘

More-Finished Papers

It seemed to me that exploratory writing took my students only half
as far into critical reading as I had hoped. Expregsive writing like a
journal entry or.answering a question in class 'he&;

the habit of reflection, of pausing to consider different Reints of view,

of .connecting what an aythor has said to what the feader already .

knows of the world. But a ‘reader can learn even more, once that
groundwork is laid, by going back over g text to focus on a single idea
and to document it thoroughly, presenting it in a form and tone that
s ‘pleasing for another readet %o follow. The demands-of syntax itself
force a_student wtiting about reading .to see new juxtapositions of

s a reader develop -

detail. When we craft sentences that will say what we mean with a .

minimum of ambiguity and when we start rereading our sentences
through the eyes of others, we see new combinations, more profound
hierarchies of thought working in a text. '

When I asked for the more-finished papers,, 1 was not asking for o

“writing with a thesis,” the old I-jump-thrbugh-the-hoop-you-pat-
me-on-the-head five-paragraph theme, the keyhole essay, the explica-
tion de texte. 1 called these papers “more-finished” ragher than
“finished” because I've found that not even good writing Is ever as
completely finished 3s the prefab formulas lead students to believe.
There is always more to say and a bettér way to say it. The main goal
should be gaining a more refined understanding of what one is talking
about, rather than plugging information into a su1perficially neat
‘pauern of canned ideas. " _

. In the more-finished papers I wanted to give my students the chance

\to develop ideas that had already corie up in the other writing they’d
dyne for me. I wanted thém to take one idea as far as it would go, not
‘triw or inflate something to fit. a predetermined mold.. My only
stru§tural demands were that the more-finished papers be focused, well

documgented, and as stylistically refined as possible. These writings
could &yolve into whatever shape their writer found appropriate, as .
long as Nwas allowed to participate in the process from the beginning.
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I:handed out the following description of typical stages for a more-
finished paper to provnde gundelmes for the process I wanted, my
students to follow: :

Stages for More-Finished Paperst

.- Look through your reading journdl and fmd the idea. most S
" worth pursuing. Discuss it with me.

2. Write about the idea, tellmg me all the thoughts, questions,
and possible support you've found for it in your reading. Make/
this a coritinuous piece of wntmg (not just a page of notes or a
list of points), and skip every other line to leave me room o
make comments. Turn in this draft and I'll return it 10.
probably with questions that will lead you to g:
material and develop the idea further.

of points. Outlining may be helpful now. Skip
_in_this draft too; thengurn it in 10 me so
stylistic suggesuons .

4. Shape the Ianguage by cutting out empty phrases and pseudg- -
academic terms, substituting specific and concrete words for
1&ss informarcive ones.s‘iad the draft aloud to yourself to see if
you are writing in a na®ural 'voice.” This draft shouid also be -
written on every other line when it is turned in (0 me, so that |
can mark it for copyreddtng errors. ,

5. Make 4 final draft by recopying in ink or by typing; this time

you may single-space. Reread your paper several times to make

- sure thé.'"'mechanics” (spelling, punctuation) are as correct as
you can make them.

In the introductory literature class 1 asked my students to write at least
three more-finished papers, one about each of the kinds of - writing we
studied (poetry, drama, and fiction), and in the American Lives class 1
asked for two papers. I found that students had to write at least two of |
these papers to benefit adequately, from the process of shdpmg that 1
was asking them to go through.

The papers that -resulted from this refining process were the
culmination of one development in the course—the students’ increas-
ingly analytical reading. The reading surveys/ﬁd early reading,jour-,

~nals had suggested 1o me that most of my students wer¢ superficial

readers. ‘They read the words on the page, kept track of plots. noticed
outstanding  detail in character<or settmg. but did not read closely
enough to examine subtleties of motivation or structure or diction. As
they wrote more about what they read, they began to realize that there
was more to write about. When I'challenged them to be more detailed
and speculative, they had to pay more attention to what they read.
The focusing and documenting requirements of the more-finished
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papers extended this analytical process, making studgnts look even

-more closely at a text. But analysis—the careful examination of parts, _
the zeroing-in on a particular angle of a subject—is only one half of \
critical thinking. ‘To appreciate fully what'one is reading, one must

also be able to synthesm‘ I tried to enc ourage this process of thmkmg

in another kind of writing: generalizing papers. :

‘Generalizing Papers - _ S

lhvw wrmngs came at the end of a irge amount‘of other work, when
. we had cither finished asunit of sipflar readings or come to:the end of
the semester. ‘They too were a culmination of previous writings. As the
term progressed, many students naturally began.comparing what
“ahey'd read, talking about common themes or devices they'd scen in
several works. And so it scemed appropriite to stop and ask them to A
, attempt to answer the larger questions of literary study, questions that
have no'clear-cut-answers,.even for the.experts, but that nevertheless
give i acader a deeper appreciation of what an author has acconfs
plished! -

For example, at the end of the introductory hler.nure class 1 decided
that i discussion of cach of the genres we had studied ight be useful,
I began by making the following in-class writing assignment::  *

What Is Fiction? N N
. To get us siancd discussing this topic at our next class meeting,
I'd like you to begin by writing about it in class today. You have
the whole hour, but 1 don’t expect you to compose a completely
tinished, definitive answer. Instead, I'd like to read your accumu-

_ lated thoughts now that you've had almost a semester of studyipg
;. fiction off and on.

Consider these questions and answer all or any combination of
them as lhomughly as you.can, using spec ific examples from the
" short stories and novels we've read:

v What is a short story? What is a novel? :
What can be doune in a short story that eant be done in a novel?
’ * What can be (‘om' in a novel lh.n can't be done in a shurl slory?
Which do yoy, enjoy reading more? Why? . ' e
What is liction? What can be done in fiction that can't be dnm‘
ina play or a poem?
OF all the fiction we've read, which did yon vu]ny the most? .
Why? '
Waming: It's better to answer one of the above guestions thor-
dughly than to simply dismiss each of them ofie ata
1 tine with a vagie semtence or two.
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We carrbed on nu; unmd('rdlmn of this and similar writings about

spoetry .md drama by discussing them in class, but we, mnghl as v.ml)"_

have continued them in more-finished p.‘fpcr.s. We arrived at no . e

sweeping theoretical ‘consensus,. but this comparative approach 1o

discussing form encouraged the students to look at the structural

elements of therr readingin a broader perspective. The American Lives

class had an even niore obvious opportunity for synthesis because the

question “What is an American life?”’ had been rccutréng in class

| discussion all semester, Alter students redd about lhé Am('ri('un

v vxp« nence of different g('ner.ltmns and ethnic backgrounds, such a
qatestion gave them a chance (o tie together all they'd read with all
they'd observed of America in. their own lives. As a result of that |
writing, an especially revealing discussion erupted in the last class ‘
meeting when an Iranian exile finally .nkod the question he'd ‘been
wanting to put o his dlassmates all semester: "How long will it take
you toraccept us as part of this conntry?” Because they had :read
Frederick Douglass and “Black Elk, Thoreau and Maxine Hong
Kingston, the other members of the ‘class ‘were better prepared 1o

Cexplain to him the treatinent any outsider receives in our ¢ultire, |

Despite the many kinds of people comprising American society, they .
'lul(l him, we've .llw.lys mistrusted someone whb was noticeably dif- - '
ferent from the majority. As the class asked their Iranian friend about
similar acts of discrimination in Iran, the whole group came to the
conclusion that_a mistrusy, of diversity was a human, not only an
American, Ciaracteristic ' ' ' '

1. The Teacher's Role -
il e SR N )
Asking. fm lluw live km(ls of wrlunp.,——r('.l(lnlg sunvcys rcading - i
juum.lls m(l.m writing, more-fitnshed pdpus\.u;d generalhizing
wmmg—- means asking for a lot of work. Much’ M had 10 be
comment don and returned immediate ly, so as not to delay a student’s
progress. ‘on a paper. It was rarely as orderly as it may sopnd, but it
Cwasn't as LIJ“I( ult as some may fear. Much of my response to the - .
u,ulm{, surve ys and in-class writings occurred iy oral remarks to
the (lms\ rathef llyn in waiting on the papers. Often a’ number of -
slml(-ms would mbntion in their joprmads - the same: questions or
- mnhlsluns about i reading assignment, thus giving me the basis for
© s discusston and making it unnecessary to write individual answers
/ cach journal enggy. Sometimes 1 arranged for my students to read
their'in-class wiitings or journals o cach other in smalt greups, where
then classmates rwsponded with suggestions and constindtive eriticism.

H . ' .o
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This was also a hetpful activity when the snudems were in the early .

stages ol the more-finished papers. By the time they reached the later
stages of those wrmn’gs. I knew their papers so well and was reading
for.such selective purposes that these papers were not as hard to
respond to as the finished papers many teachers receive from their
students at the end of the semester.

The journals were, however; the most time- consummg task for both
my students and-me. In each class I had to cancel journal entries a
week before a more-finished paperswas due. The rest of the time I
think we all depended heavil{ a the journals to help us gather our
thoughts about a reading qsslgnmem before class, even though all of
us complained about them from time to time. I found commenting on
the journals most strenuous early. in the semester, when I wanted to

" establish myself as the right kind of audience’and when the students

we're struggling to understand what I expected of them. As they wrote
more, howeéver, many of them began to- anticipate my comments.
Talking more to themselves than to me, they were answering their
owit questions, challenging their own assumptions, and catching their
own misunderstandings. This made my commenting easier, but, more
important, these students were beginning to develop for themselves
the habit of reflection, which was the main goal of the journals.

I have noticed .that thete are two, operating-principles that make
commeming on any kind of sludenl writing more effective and less

~time«consuming. T hey are, simply, to be honest and to ask questions.

When a teacher gets to know her or his studentd as well as such
freuent writing dllows, it is_sometimes tempting to forget that the
(mly authentically supportive remark is a true one. Students can sense
false praise, and even if they choose to believe the deception, lhey are
hurt more by a falsely positive statement than by no commen ygg;all.
In the long run, an agcurate senst of their abilities serves them better
than the temporary ego building of “strokes.” Being honest, though,
need not mean. being tactléss. Marginal spasms of sarcasm may
reassure a teacher of hier g his own intelligence, but.it rarely teaches a
student much. If a slu‘ says something that genuinely impresses

me, I underline it and briefly tfy to explain why I was struck by it. L

usually ignore redundancnes?’dnd overly general remarks in the journals
and in-class writings, or 1 challenge them with questions. Some writers

get themselves going by stating the obvious or using filler material to
keep their pens moving while they're writing their way to their fext

thought. When students’ writing includes flashes of mslght. I com-
ment on the ;houghdul ideas and pass ovér the rest,
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But when vague generalities or repetitions of obvious facts seem to
be all a studend can say, Fary to stimulate the student.to thﬁrk more
deeply by asking questions. Nothing does as much good as a well-
placed, s;‘)‘cciﬁcalfy worded question. Questions are one of the best
ways to convihce students that their weacher-reader is an interested
audience rather than a bored examiner. Questions have an almost

magical generative power. They can pull things out of us that we’

never knew we had. I, for example, I write only “support needed” on
a student’s paper, not only am I failing to give this student any idea
of what I expect as support, but I am also failing to.give him or her
any sense that I'd genuinely like to know exactly what in the reading
led"to the statement that needs backing up.’If, however, I pick up a
student’s own wording and write, “What exactly ‘does Franklin #y
that makes you suspect his altruism was ‘just so he would looRNetter
to society and thus get farther and farther ahead'?"” 1 can indicate
exactly what kind of support is' called for, and also let the student
know I am reading and thinking about his or her ideas carefully and
am willing Yo read more. Or, in a similar way, if a student supports
an assertion with a quotation but does not sufficigntly te it to the
argument, I would be more inclined to ask, “Which of the words that
Othello uses in this quote give you the feeling he's losing the ability

to think calmly?” rasher than make the dead-end remark, “Explain :

quotation more,” because it would point out exactly what I, the
auentive reader, needed to know to be convinced completely.
Questions  are invitations, not judgments. If ethey're worded
properly, they suggest a new way of thinking about something but
allow the possibility of other equally interesting perspectives. Like a
good invitatioh, they try 10 attract a voluntdry commitment; they do
not ordgr. But, just as when a person receives too many invitations,
oo many questions can pull a writer in too many directions. Covering

a paper with comments of any kind usually confuses a student. I've

found that sometimes I have to read a student’s writing several times
to decide which points tnight be most effective at encouraging re-
thinking. 'Then I iry 1o ask the writer only two or- three of the most
impertant questions, usually questions. that lead the student to the
inost analytical paths. ‘. - \

‘The time and the energy it takes o find such questions are, it seems
to me, well spent. “Through this manner of “talking’” with cach
individual, T felt Tearned much more about how well every student
was understanding the reading, I didn't need w0 spend time on
activities like reading quizzes, which might assure me students had

A
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read the material but which would el me little more. 1 dldn L waste

LNErgy trying to dvvnsc “topics” for papers that might or might not

turn out to be {ruitful qucslmns for a'majority of the class 1@ answer.

Through my comments on their reading journals and the drafts of

their more-finished papers, 1 was ablé 1o focus their atteption on

“eritiedl” matters—places where they might indeed engage in literary
criticisin but also the pl.ucs where they were. l(lonufylng concerns in

the reading most critical to them personally. :

When students read critically, they internalize the experiences of [

the author or the characters th 'y read about, extending their cognitive |
framework to absorb their badk's view of lheﬁwol Id. When students
write, they externalize their experience o fit the frameworks of others,
Bmh processes require similar abilities, similar analysis and synthesis,
(()mp.umg and contrasting, connecting and reevaluating, the same
yweighing and jq(lgll\g of ideas. The more students use u-.ldmg and
writing logvlhv the more they will learn fronr both activities,
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~ & For afuller view of the range ofsreading research and theory, we
il recommend  Linguistics, Psycholinguistics, and the. Teaching of

o Reading: An Annotated Bibliography, compiled by Yeua M. Good-
r man and Kenneth S. Goodman (Newark, Del.: International Reading

Asyoc
field

dation, 1971) as an especially sage guide to shorter articles in the

of reading published before 1971, For teachers interested in

.further exploring the philosophical and pgychological theory behind
our particular approach, we suggest the following:

Britu

Britu

m, James. lLanguage and leayning. Harmondsworth, Eng.
Penguin Books, 1970

-l'iy tracing the cognitive development evident in the ways -
childrenn acquire and use language, Britton fully discusses the
theory that Tanguage is a means of organizing a representation
of the world. Chapters 4 and 5 directly address pracucal
applications of this theory in primary and secondary school
classes, and -also strongly suggest its implications for language
teachers at other levels. ‘This book is particularly useful whe
fead in conjunction with Brivon’s The Development of Wriyy,
Ablities(11-18). '

m, James, 'l'()'ny Burgess, Nancy Martin, Alex Mcl.cod, and
Harold Rosen. The Devtlopment of Writing Abilities (11-18).
Londbn: Macmillan Education, 1975,

A texe of central importance for teachers of writing and reading,
this study describes the stages of writing' development that
Brittan and his colleagues saw emerging in the 2,122 student
texts they collected from teachers all over England. In séeking
ways of classifying that took into account the niture of the tasks
represented and the demands they made on the writers, the
rescarchers discovered that traditional categories (narrative, de-
seription, exposition, and argument) were inadequate to provide
a full conceptual framework for the wtiting process. ‘The
explanation of the “functional categories’ that resulted from this

t
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study—expressive, transagtional, poetic—has come to form the
basis for understandingf writing as a- process and for under-

" standing how the writef}s sense of audience affects the success of
a piece of writing. ‘

- Bruner, Jerome S. Toward a }a;ory of Instruction. New York: W. W.

Norton, 1968.

In language that is more direct and-systematic than his equally
ml,u-provoking On Knowing: Essays for the Left Hand,
describes a dynamic model of intellectual growth,
discussing particularly welfhow language learning assists in that
developrient. Teachers of any subject should find his discussion
_of the feawures of a sound: theory of nstruction thorough and
useful. " . ‘

~

(flurk. Eve H., and Herbert H. Clark. Psychology and Language: An

- Introduction to Psycholinguistics. New York: Harcourt Brace
Jovanovich, 1977. o :

Taking as their central gssumption the idea‘Chat language is
primarily communicative, Clark and Clark present both theory
and research illustrating the most ‘widely accepted psycholin.
guistic understandings of language comprehension (listening),
language production (speech), language acquisition, and the
relation of meaning in language to human thought. Teachers of
reading will find this book useful for the detailed picture it gives

i of all the psycholinguistic processes naturally developing in

students as they learn to read:

Fulwiler, Toby, and Art Young, eds. Language Connections: Writing

and Reading across the Curriculum. Urbana, Ill.: National
Council of fl'dhcherai‘.of English, 1982

The essays in this collection seek to explain the relationship
between writing and real learning (as opposed to rote learning),
but the three essays on reading especially stress the importance
of the experience.and expectations that readers bring to‘a text.
Ann Falke's “What Evety Educator Should Know about Reading

* Rescarch” is useful to teachers looking for backgroundinforma-

"tion on reading research, and both Falke's essay and Elizabeth
Flynn's ““Reconciling Readers and Texts” are noteworthy because
they are based on the psycholinguistic model of reading devel-
oped by Frank Smith and Kenneth Goodman.

0 : A-‘
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i

-~ (ibson, hleanor h., and Harry Levm The Psychology of Readmg

Cambridge, Mass.: MI'T Press, 1975 .

Gibson and Levin’s approach o t)pderstanding reading is inter-
active, suggesting that neither ‘“‘top-down’’ models (such as those
of Goodman or Smith) nor ‘‘bottom-up’” models (as in Ruben-
stein or Gough) accurately describe reading processes. Instead, in
the view of these authors, reading is an “adaptive process,” the
active and flexible response of a reader to both the demands of a
text and his or her own purposes. Gibson and Levin’s survey of

‘reading research is-extensive, although they cert.unly have an

information-processing emphasis. -

Guthrie, John T, Comprehenszon and Teaching: Research Rcwewﬁ

.

Newark, Del.: International Reading Association, 1981.

Each essay i this collection explains a.current point of view of
an iqlportant issue in reading research. The first six- essays
ptesent contributions that psychological and sociological thedr-
ists have made to the understanding of reading processes, while
the second six discuss what educational researchers have found
out about instructional practice. Guthrie clearly identifies major
concerns in thése two areas and, perhaps unwittingly, does an
equally good ‘job of suggesting the communication gap that
exists between the two areas of research and the major concerns
within each area.

Kelly, Lou. “One-on-One, lowa City Style: Fifty Years of Individual-

ized Writing Instruction.” Writing Center Journal | (Fall-Winter
1980): 4-9. .

This -article presents a brief history of the University of lowa’

Writing Lab and a .full description of how writing is taught
there, explaining how--and why—instruction in the Writing
Lab evolved from the “attitude sentence outline” 1o its present
forrmn on the student text as the cenigr of ‘a learner- teacher
dmlogue Because writing about dlﬁlcult readlng is a major
coniponent of the UI' Writing Lab instruction, this article has
important impli®atons for teachers who wan try an individ-
ualized approach to teaching reading as well aﬁrmn;

Kelly, Lou. "“Writing as Learmng for Basic Writing T'eachers amd
*T'heir Students.”” Basic Wnlmg Journal 3, no. 4 (Spnng-Summer

984) 38-b4. ’
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Drawing on learning and psycholinguistic theory, Kelly ex;").lains

- the assumptions behind the training of basic writing teacheis

and the teaching of writing at the University of lowa Writing

e Lab. She illustratesithe move from expressive writing to academic

discourse that underlies instruction of both basic writing students

struggling with their first college texts and upper-level or

graduate students who my be too well trained in academic or

pscudoacadenric prose to engage in the exploratory, generative :
writing that helps them learn to read critically.

Labov, William. The Study of Nonstandard English. Urbana, Ill.:
National Ceuncil of Teachers of English, 1975.

In language accessible to the nonspecialist, Labov briefly presents
some sociolingwistic principles that help défine the relationships
between nonstandard and standard English. He speaks speci
. fically of * rmdmg failure” and discusses what reading tcdchen‘
can learn about nonstandard usage that will help them work |
more effec tivelywith their studems
l

M. lrun N.m(y, Pat D'Arcy, Bryan Newton, and Robert Pdrker Writ-
‘ing and Learnmg across the Curriculum 11-16. Monu l.nr, N.J.: ;
Boynton/Cook, 1976. : :

p This study ex:mm(‘s the practical implications of. theory intro-
‘duced in Bricton's The I)Evelopmenl of Writing Abilities (11-18)
and looks &t the role language plays in learning in all parts of
the curriculum. It is written specifically for elementary school
teachers but has far-reaching implications for reading and writ-
ing ihstruction at any level. It discusses whays that can be used to

*help any student-see school reading-and writing as valid,
engaging activities by u$ing student writing as “readinggtexts”
and by choosing other texts that are related to students’ own
experiences. g :

o

Moffett, James. 'I'edc-‘hing the Universe of Discourse. Boston: Hough-
ton Mifflin, 1968,

. In this serminal work, Molffet describes the pcddgogual theory of
discourse thut-uflerlies his “naturalistic” langudge curriculum,
a curfic ‘ulum based on the notion that students become proficient
_in writing jnot by analyzing it but by using it in“as many ‘‘real”’
®rhetorical suuduons as possible. Moffett sets up his "'spgc trum of
discourse’” not in traditional modes (narrative, desc nptwh per-
o “suasion) but according to’ a hierarchy of levels of abstraction, *
beginning with interior and socialized speech (dialogue, drama)’
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and then moving to reporting (narrative), generalizing about’

. what has happened (essay), and tht‘r()rizing and ‘arguing about

~what mighthappen, Such a theory of discourse has implications

for teaching reading as well as writing;: it influences the choice

~ and progregsion ‘of texts to be read and suggests the sort of

written or oral responseg that are most realistic for teachers to
expect from studen® at different times in a course..

Piaget, Jean. Six Psychological Studies. I'ramslated b); Anita Tenzer;
translation . edited by David Elkin. New York: Vintage Books,
1968.. T

The'six essays in this volume providg‘ an introductory summary
of Piaget’s theories®f the mental gr8wth of children and the
relationship between human biological processes and the c-
quisition of knowledge in general. Although not intended ;.gs a
preseription for pedagogy, this work does suggest, in its frequent
contrasting of child and adult thought, exactly what the goal of
“an individual's education should be. :

Polanyi, Michael. Knowing and Being: Essays by Michael Polanyi.
Edited by Majorie Grene. Chicago: University of Chicago Press,
1969. = N

Polanyi discusses his theory of knowledge, drawing on his back-
ground as a physical chemist to demonstrate the element of
personal judgment that is as crutial to knowing in the sciences
as it is in the humanities. Of particular interest to. teachers of
-reading are the essays in Part Three, in which Polanyi most
clearly explains how “tacit knowing” contributes to development
of any complex skill.

Smith, Frank, Reading. Cambridge: Cambridge l.‘lniversity Press, 1978. ¢
(Reprinted under the title Reading without Nonsense by Teach-

ers College Press, 1979.) / ‘

Smith’s approach to understanding reading has a “top-down”
emphasis suggesting that the nonvisual information supplied by
readers is more important.than the visual information supplied
by texts. According to Smith, children-learn to read and even-
tually hecome fluent readérs simply by reading, and he argues
thag_they will only- read if reading, like any form;of learning,
makes sense to them or answers their questions. This funda-

oped should not be confined to elementary teachets; reading
teachers at any level will find it ap})ﬂes to their students,

) . . . -
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Smith, Frank. Understanding Reading: A Psycholinguistic Analysis
of Reading and Learning to Read. 3d ed, New York: Holt,
Rinehart and Winston; 1982.

This book is,a carefully presented introﬁ!ﬂ?m/nlo research in a
variety of distiplines—psycholinguistics, communication and
learning theory, the hysiology of the eye and brain interaction—
all of which inform Smith’s speculative model of the “fluent
reading’’ done by a skilled reader. Smith's theoretical analysis of

the reading process is both accessible to new students of reading

and suimulating for the specialist.
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